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Abstract
Teachers and administrators have different perceptions regarding the importance and
validity of various factors that influence veteran teachers’ professional practice.
Herzberg’s 2-factor motivation-hygiene theory was used as the conceptual framework for
this basic qualitative study. The purpose of the study was to gain an understanding of
veteran teachers’ and administrators’ perceptions about motivating and hygiene factors
and their influences on veteran teachers’ professional practice in a southern California
suburban school district. One-on-one semistructured interviews were conducted with 8
veteran high school teachers and 4 high school administrators. The interview responses
were audio recorded and transcribed, then coded using open and axial coding and
categorized into themes. Administrators perceived 3 prevalent motivating factors for
teachers: academic freedom, student-teacher relationships, and feeling effective, whereas
administrators’ hygiene factors included administrative support with discipline and open
and clear communication. Teachers cited students’ progress and student-teacher
relationships as their primary motivating factors and lack of administrative support as
their most important hygiene factor. The hygiene factors provided a foundation and
framework for teachers to perform the motivating work of teaching students and
developing relationships. Through this study, both veteran teachers and administrators
may become more aware of the motivating factors that positively influence veteran
teachers’ professional practice in the classroom, which may improve the ways in which
administrators support and motivate them. Positive social change may result by creating
synergetic relationships between administrators and veteran teachers that could not only
expand the role of veteran teachers but also increase student academic achievement.
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Chapter 1: Introduction to the Study
Teaching is a professional enterprise; effective teaching requires knowledge and
skills including subject matter competence, effective pedagogical practices, lesson
orientation and structuring, and knowledge about child development, community, and
parent involvement (Coe, Aloisi, Higgins, & Major, 2014; Commission on Teacher
Credentialing, 2009; Danielson, 2007; Kyriakides, Christoforou, & Charalambos, 2013).
Decades of research point to teacher quality as the most important factor influencing
student achievement. (Darling-Hammond, 2000; Kunter et al., 2013) and teachers
continue to become more effective as they gain experience (Blazar, 2015b; Ladd &
Sorensen, 2014; Ost, 2014; Papay & Kraft, 2015; Wiswall, 2013).
Methods to recruit, train, and retain novice teachers have been well researched
(Darling-Hammond, 2017; Feng & Sass, 2018; Ingersoll, Merrill, & Stuckey, 2014;
Robertson-Kraft & Duckworth, 2014). In California, 60.2% of teachers have more than
10 years of teaching experience (Goldring, Gray, & Bitterman, 2013), research regarding
the professional practice of veteran teachers is lacking. Teachers’ professional practice
can have a direct influence on student achievement, behavior, and social-emotional well
being (Breeman et al., 2015; Kunter et al., 2013; Pas, Cash, O’Brennan, Debnam, &
Bradshaw, 2015). One factor that may influence professional practice is teacher
motivation.
Various factors influence teacher motivation, including administrative support,
remuneration, working conditions and school environment, favorable occupational status,
and personal development (Gultekin & Arkar, 2014; Salifu & Agbenyega, 2013). In this
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study, I examined administrators’ and teachers’ perceptions of the motivating and
hygiene factors that may influence veteran teachers’ professional practice. An
understanding of motivating and hygiene factors is offered by Herzberg’s two-factor
theory. Motivating factors, or factors that increase job satisfaction, include achievement,
recognition for achievement, responsibility, growth or advancement, and the work itself.
Hygiene factors, or those that help avoid dissatisfaction, include company policies and
administration, supervision, working conditions, salary, status, job security, and
supervision. Herzberg (1968) purported job satisfaction and dissatisfaction are not
actually opposites; the opposite of job satisfaction is not dissatisfaction but rather a lack
of satisfaction. Conversely, the opposite of dissatisfaction is not satisfaction, but no
dissatisfaction. Furthermore, motivating factors are those that are intrinsic to the job
itself; hygiene factors are extrinsic. Both sets of factors have the ability to influence an
employee’s motivation and thus job performance (Herzberg, 1968).
In this study, I sought to understand the perceptions of administrators and veteran
teachers regarding the influence motivation and hygiene factors may have on veteran
teachers’ professional practice. The results of this study highlight rich data to inform
future professional development for school and district leaders regarding how to create
meaningful contextual supports that may improve veteran teachers’ professional practice.
In the remainder of this chapter, I present the background of the topic including a
summary of the literature, identify the problem statement, and discuss the nature of the
study. Furthermore, I provide an overview of the conceptual framework, which is
discussed in depth in Chapter 3.

3
Background
This study addressed a gap in the research about practice by focusing on the
perceptions of administrators and veteran teachers regarding the specific factors within
the school context that are positively associated with veteran teachers’ professional
practices. This study addressed an underresearched area involving veteran teacher
burnout, effectiveness, and administrative support (see Kraft et al., 2015; Lee & Nie,
2014; Mehdinezhad & Mansouri, 2016; O’Brennan, Pas, & Bradshaw, 2017; Van
Droogenbroeck, Spruyt, & Vanroelen, 2014; Van Maele & Van Houtte, 2015. The role of
a school administrator is to create a supportive environment that promotes student well
being and academic achievement (Dutta & Sahney, 2016; Hitt & Tucker, 2016; Shatzer,
Caldarella, Hallam, & Brown, 2014; Thapa, Cohen, Guffey, & D’Alessandro, 2013).
Positively influencing the professional practice of an administrator’s most experienced
staff may improve classroom instruction and reduce teacher withdrawal behaviors
including absenteeism, intent to leave, and emotional disconnect, all symptoms of teacher
burnout (Kunter et al., 2013; Kyriakides et al., 2013; Shapira-Lishchinsky & Tsemach`,
2014).
There was a lack of research examining the factors that influence veteran
teachers. In contrast, there was an abundance of literature regarding the factors that
influence novice teachers (Dicke, Elling, Schmeck, & Leutner, 2015; Gray & Taie, 2015;
Kraft et al., 2015; Struyven & Vanthournout, 2014). Because student academic
achievement is linked to teaching experience (Blazar, 2015b; Ladd & Sorensen, 2014;
Ost, 2014; Papay & Kraft, 2015), it was important to investigate how administrators can
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best support their veteran teaching staff. The positive social change that may come from
this study is that administrators may be able to more effectively support veteran teachers,
thereby improving their professional practice; this, in turn, can have a positive effect on
student academic achievement, behavior, and emotional well-being.
Problem Statement
Teachers and administrators may have different perceptions regarding the
importance and validity of various motivating and hygiene factors that influence veteran
teachers’ professional practice (Ozdemir, Sezgin, & Kilic, 2015; Park & Ham, 2016;
Uribe-Florez, Al-Rawashdeh, & Morales, 2014). School administrators have a significant
influence on teachers’ resilience, well-being, and perception of their work environment
(Burkhauser, 2016). Social support in the workplace, particularly from a principal, may
help alleviate teacher burnout and develop teacher trust (Ju, Lan, Li, Feng, & You, 2015).
This social support may include mentoring, providing leadership opportunities, being
protective of their staff, being visible on campus, providing classroom materials, and
listening attentively (Berkovich & Eyal, 2017; Handford & Leithwood, 2013; Hughes,
Matt, & O’Reilly, 2015; Leis & Rimm-Kaufman, 2016). The work experience of
principals and their instructional leadership styles can also have positive effects on
teachers (Fackler & Malmberg, 2016). Through an extensive review of the literature on
this topic, I identified a gap in the research about practice concerning differences between
administrators’ and teachers’ perceptions of factors influencing veteran teachers’
professional practice. My intent in conducting this study was to complete the first steps in
filling that gap.

5
Purpose of the Study
The purpose of this qualitative study was to explore differences between
administrators’ and teachers’ perceptions of motivating and hygiene factors influencing
veteran teachers’ professional practice in a suburban Southern California school district.
Using a basic qualitative design, I interviewed both administrators and veteran teachers to
understand their perceptions. From the data collected in this study, patterns and themes
emerged that identified administrators’ and veteran teachers’ perceptions that may lead to
increased understanding of the factors affecting veteran teachers’ professional practice.
Research Questions
It is possible teachers and administrators may have different perceptions about
various motivating factors. I aspired to explore the perceptions of high school
administrators and veteran teachers to determine if their perceptions were similar or
different and what, if any, influence those factors have on teachers’ professional practice.
The research questions are based in the conceptual framework of Herzberg’s two-factor
theory. Herzberg (1968) theorized two sets of factors that influence employee job
satisfaction and dissatisfaction: motivating and hygiene factors. Motivating factors
include factors intrinsic to the profession, including achievement, recognition for
achievement, responsibility, growth or advancement, and the work itself. Motivating
factors, according to Herzberg, build job satisfaction. Hygiene factors are those that are
extrinsic to the job, such as company policies and administration, supervision, working
conditions, salary, status, job security, and supervision. These do not necessarily build
job satisfaction but deter dissatisfaction. Interviewing high school administrators and
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veteran teachers regarding their perceptions of these factors and influence on professional
practice provided relevant information that may help inform district practices.
The research questions for this study were as follows:
RQ1: How do high school administrators in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ2: How do veteran high school teachers in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ3: How do high school administrators in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
RQ4: How do high school veteran teachers in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
Conceptual Framework
The conceptual framework for this study was based on Herzberg’s motivationhygiene theory. With this theory of employee motivation, Herzberg, Mausner, and
Snyderman (1959) said employees are not motivated by monetary rewards, less work
time, fringe benefits, sensitivity training, or reduced workload. In fact, Herzberg’s (1968)
motivation-hygiene theory posits that employees are most motivated by vertical job
loading or job enrichment in which they are given some controls over their
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responsibilities and actions, provided additional authority over their job freedom,
introduced to new or more difficult tasks, and are enabled to become experts in
specialized tasks, among other factors. The benefits of improved motivation, according to
Herzberg, are improved job satisfaction and performance. Herzberg was able to
demonstrate that commonly held beliefs about employee motivation, such as using verbal
intimidation to motivate better job performance, are not beneficial.
Teacher motivation has been demonstrated to influence self-efficacy, resilience,
and burnout (Akman, 2016; Gastaldi, Pasta, Lomgobardi, Prino, & Qualglia, 2014; Gu &
Day, 2013; Helou, Nabhani, & Bahous, 2016; Kelly & Northrup, 2015; Oakes, Lane,
Jenkins, & Booker, 2013; Rumschlag, 2017; Skaalvik & Skaalvik, 2016; Van Maele &
Van Houtte, 2015). It is possible that self-efficacy, resilience, and burnout might also
influence professional practice. This framework of motivating and hygiene factors was
used to examine the influence on veteran teachers’ professional practice. I will more
thoroughly explain the conceptual framework in Chapter 2.
In the overall approach for this study, I was guided by Herzberg’s two-factor
theory. The research questions were developed specifically around motivation and
hygiene factors from administrators’ and teachers’ perspectives. The interview protocol
was aligned with Herzberg’s theory in that each question was designed to ascertain
responses that would be viewed as motivating factors and those that would be viewed as
hygiene factors. Finally, the data were analyzed through this theoretical lens and
responses were coded and organized in accordance with Herzberg’s two-factor paradigm.
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Nature of the Study
I employed a basic qualitative approach for this research study. A basic
qualitative design was chosen because it is the most appropriate for the study topic and to
answer the research questions. A qualitative approach was appropriate because it allowed
me to describe the experiences and perceptions of administrators and teachers without
imposing preset parameters inherent in surveys in quantitative studies. Descriptive
qualitative studies are well suited to obtaining and communicating answers to research
questions regarding participants’ experiences and perceptions about events, experiences,
and ideas (Sandelowski, 2000). Phenomenology, grounded theory, and ethnography are
all guided by a specific set of assumptions, whereas a basic or interpretive approach does
not adhere to a single methodology (Kahlke, 2014).
The sample selected for the study was comprised of eight veteran high school
teachers and four high school administrators. Veteran teachers were defined as having 10
or more years of experience; participants were selected to represent a variety of subjects
and grade levels to the extent possible. Administrators were required to have more than 5
years of experience working at the high school level either as a teacher or administrator. I
used semistructured interviews to explore their perceptions of motivating and hygiene
factors and the influence of these factors on the professional practice of veteran teachers.
Data collected from these interviews provided relevant information regarding veteran
teacher and administrator perceptions.
A rich narrative description of the participants’ perceptions was written to fully
explain their experiences. To interpret the data, I summarized major findings and how the
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research questions were answered, following the theoretical propositions of the study
(Yin, 2014). I then analyzed the meaning of these data and compared the findings to the
existing research (Creswell, 2015). To validate the accuracy of my findings, I used
member checking with participants, asking them to verify the findings were realistic and
complete (see Birt, Scott, Cavers, Campbell, & Walter, 2016. In addition, I used
bracketing to identify any instances of bias as they arose during the interviews as
described by Creswell (2015).
Definitions
Terms uniquely defined for this study are as follows:
Professional practice: The four domains of teaching responsibility, as outlined by
Danielson (2007) demarked the meaning of professional practice in this study. The
domains are planning and preparation, the classroom environment, instruction, and
professional responsibilities.
Veteran teacher: A teacher with 10 or more years of full-time teaching experience
(National Center for Education Statistics, 2011-2012).
Assumptions
Assumptions are facts that are assumed to be true but have not yet been
substantiated (see Creswell, 2015). Several assumptions were made for this study.
•

All participants answered the questions honestly. Therefore, the data
collected were an accurate reflection of their perceptions.
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•

The criteria for inclusion in the study for both administrators and veteran
teachers were appropriate for the topic. Therefore, it was assumed that all
participants have the expected experience related to the study.

•

Participants had a sincere interest in the study and did not have a conflict
of interest or possibility of personal gain through participating.
Scope and Delimitations

The scope of this study involves veteran high school teacher and administrator
perceptions. This study is bounded to only high school teachers and administrators in one
suburban school district in Southern California. I specifically focused on the perceptions
of veteran high school instructors with 10 years or more of teaching experience and
administrator perceptions concerning motivation and hygiene factors and their influence
on teacher professional practice. I interviewed each participant only once for this study.
Teachers with fewer than 10 years of experience at the secondary level were not chosen
to participate. In addition, only administrators with experience in the classroom and as a
high school administrator were chosen. Administrators who did not serve in the
classroom were not selected, nor were those who have only served as teachers at the
middle school level. I selected administrative participants with a variety of experiences to
represent a spectrum of perceptions.
There are several delimitations to this study. I chose to limit the study to veteran
high school teachers who had more than 10 years of experience at the secondary level
and administrators with 3 or more years of leadership experience at the secondary level.
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Elementary and middle school faculty and administrators were not included in the study.
I also confined this study to one school district in one specific western state.
Limitations
There are several limitations to this study that may affect the transferability or the
application of the findings to practice. These limitations arise from the design and
methodology of the study. First, the participants for this study were from a low
socioeconomic and ethnically diverse suburban district in California. The findings may
not be applicable to teachers and administrators in different geographic, ethnic, or
socioeconomic contexts. To address this possible limitation, I selected eight teachers
from a total of approximately 400 and purposefully selected a variety of grade levels and
disciplines to maximize the diversity of representation in the study.
Secondly, personal bias may have created limitations in this study. I am a veteran
teacher who previously taught in the county in which the study was conducted and
experienced factors that I perceived to have affected my professional practice both
positively and negatively. To address the potential effects of my personal bias, I selected
to interview teachers and administrators whom I had never met. In addition, I used
member checking to verify my findings.
The number of participants in the study is also a limitation. There are over 72,000
high school teachers in California (California Department of Education, 2017) and nearly
50,000 of those are veteran teachers (Goldring et al., 2013). In this study, I interviewed
eight veteran high school teachers and four high school administrators in an attempt to
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explore their perceptions. The small sample size has the potential to limit the
transferability of the study findings.
Finally, the population chosen for the study is a limitation. The focus of this study
was on the perceptions of veteran teachers and administrators at the high school level.
The findings of this study may not be applicable to teachers and administrators at the
elementary or middle school levels.
Significance
This study addressed a gap in the research about practice by investigating the
perceptions of administrators and teachers about how certain motivating and hygiene
factors influence the professional practice of veteran teachers. This study addressed an
underresearched area concerning factors relevant to veteran teachers such as burnout,
effectiveness within the school environment, and administrative support. The results of
this study may provide rich data to inform future professional development for school
and district leaders regarding how to provide meaningful contextual supports that may
improve veteran teachers’ professional practice. The role of a school administrator is to
create an environment that promotes student well being and academic achievement
(Tobin, 2014; The Wallace Foundation, 2013). Positively influencing the resilience of an
administrator’s most experienced staff may improve classroom instruction, reduce
discipline problems, increase teacher retention, and reduce teacher absenteeism, thus
creating positive social change at the school level. Improved professional practice may
also have a positive influence on student behavior, social-emotional well being, and
academic achievement (Breeman et al., 2015; Kunter et al., 2013; Pas et al., 2015).

13
Summary
In this section, I introduced the problem of veteran and administrator perceptions
of motivating and hygiene factors and the potential influence of these factors on veteran
teacher professional practice and provided an overview of the conceptual framework
based on Herzberg’s motivation and hygiene theory. This topic is important because there
is a lack of research examining the factors that influence veteran teachers. It is also
possible there are differences between teacher and administrator perceptions regarding
this topic; this study may help close the gap in practice related to this area of research. In
Chapter 2, I provide an in-depth review of the literature and the conceptual framework.
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Chapter 2: Literature Review
Chapter 2 provides a comprehensive discussion of the prevailing literature on the
topic of this study. The chapter begins with an overview of the strategy employed for the
literature search, followed by an in-depth examination of the conceptual framework.
Finally, I provide an extensive review of the relevant research, including a discussion of
professional practice, administrative support, teacher job satisfaction, teacher burnout,
disengagement, attrition, and teacher motivation.
The problem is that teachers and administrators may have different perceptions of
the importance and validity of various motivating and hygiene factors that influence
veteran teachers’ professional practice. The purpose of this qualitative study is to explore
administrator and teacher perceptions of factors influencing veteran teachers’
professional practice in a suburban Southern California school district. The current
literature points to teacher burnout and attrition as being a significant problem. Working
conditions, school climate, administrative support, student discipline, and collegial
relationships have all been identified as factors that affect teacher engagement and
burnout. However, the majority of previous research focused on retention and support of
novice teachers; there is little research regarding how to support veteran teachers. In
addition, there is a gap in the literature regarding what factors affect professional practice
and how teachers’ practice is affected.
Literature Search Strategy
To find current, relevant research, I searched the literature using the following
databases: Education Source, ERIC, SAGE Journals, ProQuest Central, Science Direct,
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and Google Scholar through the Walden University Library. I combined keywords and
Boolean phrases such as teacher motivation, disengagement, burnout, retention, attrition,
support, resilience and practice, administrator support, effective school leadership,
school climate, professional practice, motivating factors, hygiene factors, and teacher job
satisfaction. Searches were limited to those published within the last 5 years in peerreviewed journals and in English. Next, I read the abstracts for each study and selected
those that provided the best background for the topic and were the most relevant to the
research questions and problem statement. Finally, I read each study to determine
methodology and study quality. I also performed a chain search through Google Scholar
to determine if other scholars had cited each particular work. Seminal works were
selected for inclusion in the literature review as well, based on their importance in the
field and the topic. When appropriate, white and gray papers, governmental reports, and
archival data were also used in this literature review. I continued searching and reading
until I had reached a saturation point addressing this topic of study.
Because there is little current research available on motivating and hygiene
factors in education directly, I researched related topics, and key words such as
administrator support and teacher job satisfaction. There are some current dissertations
available and these studies were used when appropriate to augment peer-reviewed,
published studies.
Conceptual Framework
The conceptual framework for this study is based upon Herzberg’s two-factor
theory. Herzberg (1968) theorized that historical means of motivating employees were
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based on myths. According to Herzberg, employers engage in tactics such as reducing the
amount of time spent at work, increasing wages, providing fringe benefits, incorporating
human relations and sensitivity training, and using open communication in a quest to
motivate employees through positive external motivators. External motivators are largely
ineffective at increasing employee motivation or job satisfaction. Herzberg purported
these types of motivators only result in short-term changes and so new positive initiatives
must be developed to motivate employees.
Herzberg’s paradigm divides the factors that influence job satisfaction into two
categories: motivating and hygiene factors. Motivating factors are those that lead to job
satisfaction; these are intrinsic motivators such as “achievement, recognition for
achievement, the work itself, responsibility, and growth or advancement” (Herzberg,
1968, p. 57). The other factors are avoidance factors; the presence of these factors leads
to avoiding dissatisfaction but does not lead to improved employee motivation. Herzberg
(1968) named these hygiene factors, also known as dissatisfaction avoidance factors. The
absence of these hygiene factors may result in job dissatisfaction. These extrinsic factors
may include company policies, relationships at work, salary, working conditions, job
security, and supervision.
Herzberg (1968) found the most important motivating factors were those
involving job enrichment, which provides for an employee’s psychological growth. One
principle of job enrichment is vertical loading, which involves the motivators of
responsibility, personal achievement, recognition, growth, and advancement. Vertical
loading entails giving an employee more freedom while maintaining accountability,
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additional responsibility, introducing new and more difficult tasks, and enabling
employees to become experts. These enrichment endeavors can lead to remarkable
increases in job satisfaction and attitudes toward tasks (Herzberg, 1968).
Herzberg later examined a larger set of job enrichment studies to determine if the
theory generalized to a much wider selection of job types and levels. Motivating factors,
or factors that increase job satisfaction, are separate and distinct from the hygiene factors.
Hygiene factors do not necessarily lead to satisfaction. However, they may prevent a
move toward dissatisfaction. The results were clear that the principles encompassed in
Herzberg’s theory were generalizable to a wide range of professions. Although
Herzberg’s theory originated in the corporate arena, this paradigm has been previously
applied to education in a wide variety of research studies. Researchers examined job
satisfaction of faculty members through the lens of the two-factor theory in numerous
studies. Waltman, Bergom, Hollenshead, Miller, and August (2012) studied nontenure
track faculty and the factors that contributed to job satisfaction and dissatisfaction.
Likewise, Foor and Cano (2011) studied job satisfaction of agriculture faculty. Student
and faculty perceptions of effective online class communities were also examined in a
qualitative case study (Costello & Welch, 2014).
Herzberg’s theory was also used in kindergarten through Grade 12 (K-12)
settings. In their mixed-methods study, Larkin, Brantley-Dias, and Lokey-Vega (2016)
investigated job satisfaction, organizational commitment, and turnover of K-12 online
teachers. In addition, Chigona, Chigona, and Davids (2014) investigated factors that
motivated educators in disadvantaged areas to use technology in their instruction.
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Herzberg’s theory was used to help guide the understanding of what motivated and
demotivated these instructors from using technological tools. Finally, motivating and
hygiene factors were explored to help determine what factors led to satisfaction and
dissatisfaction in excellent teachers in an Asian country (Amzat, Don, Fauzee, Hussin, &
Raman, 2017).
The perceptions of effective motivating factors may differ between supervisors
and their employees. Kovach (1987) reviewed 40 years of surveys completed with
employees and supervisors, in business and industrial settings, regarding the most
important motivating factors. Consistently over 40 years, supervisors chose monetary
compensation, job security, and personal growth and promotion as the top three
motivators (Kovach, 1987). The motivating factors for employees, however, shifted
position over time. In 1946, the top three factors were full appreciation for work done,
feeling like the employees were a part of what was being done, and help with personal
problems (Kovach, 1987). By 1981, that list had changed to interesting work,
appreciation for work done, and feeling like they were a part of what was being done
(Kovach, 1987). The supervisors focused on hygiene factors, whereas the employees
focused on motivating factors according to Herzberg’s paradigm. This dissonance is
important to note in relation to this present study.
Herzberg’s two-factor theory provides a significant lens through which to explore
administrator and teacher perceptions of motivating and hygiene factors and their
influence on veteran teachers’ professional practice. Understanding these factors and
their influence on veteran teachers may allow teachers to be more self-aware regarding
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their professional needs and allow administrators to identify potential areas of support for
their staff members.
Literature Review Related to Key Concepts and Variables
Professional Practice
Professional practice can be defined as “what teachers should know and be able to
do in the exercise of their profession” (Danielson, 2007, para. 1). Danielson (2007)
divided professional practice into four domains: planning and preparation, the classroom
environment, instruction, and professional responsibilities. Those domains are further
divided into 22 components that include elements such as demonstrating knowledge of
students, designing coherent instruction, managing classroom procedures, engaging
students in learning, and reflecting on teaching (Danielson, 2007). These four domains
and 22 components are the core aspects of what happens in a classroom and provide a
framework for professional reflection as well as common language to talk about the
actual work of being a teacher.
Effective professional practice can have a significant effect on student academic
outcomes (Kunter et al., 2013; Kyriakides et al., 2013). Effective classroom management
practices have been found to positively influence student outcomes in a variety of areas
including social-emotional and academic domains (Korpershoek, Harms, de Boer, van
Kuijk, & Doolard, 2016) and increasing student engagement improves student
performance in reading and math partially through improved motivation (Lee, 2014).
Knowledge and implementation of effective instruction strategies such as inquiry-based
learning also positively affects student achievement (Blazar, 2015a). Participation in
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collaborative teams or professional learning communities can have a positive effect on
student outcomes (Ronfeldt, Farmer, McQueen, & Grissom, 2015).
Professional practice develops over time. Berliner (2001) defined these stages of
practice as novice, advanced beginning, competent, proficient, and expert. Teachers can
learn the basic tools and principles of the craft in pre-service programs, but mastery only
develops with time, experience, and reflection. Expert teachers, according to Berliner
(2001): develop skills and competencies over their career and are more flexible and
adaptable in their teaching; see problems differently than novice teachers, solving them
with a deeper store of information and experiences; develop automaticity in the tasks
required of them; and demonstrate great self-efficacy and confidence in their own
competence.
Jackson (2012) found experienced teachers have a significantly larger effect on
students than academic achievement; they influence outcomes such as absences, dropout,
out-of-class referrals, suspensions and expulsions. These findings were supported in Ladd
and Sorensen’s (2014) synthesis of the literature on regarding the effects of teacher
experience on professional practice and student outcomes. The most significant noncognitive influence was on student absenteeism.
Professional practice can be influenced by various factors. Teacher job
satisfaction, self-efficacy, and well being can positively influence professional practice
(Arafin, 2014; Lauermann & Konig, 2016). Organizational culture in the form of honesty,
integrity, school discipline, and high expectations can influence teacher performance as
well (Arafin, 2014). Effective professional development and professional learning
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communities provide sustained and positive influences on teachers’ beliefs, motivation,
and instructional practices (Darling-Hammond, Hyler, & Gardner, 2017; Kleickmann,
Trobst, Jonen, Vehmeyer, & Moller, 2016).
Intrinsic Factors and Teacher Motivation
Teacher job satisfaction has been the focus of a considerable amount of previous
research (Arafin, 2014; Aydin, Sarier, & Uysal, 2013; Carver-Thomas & DarlingHammond, 2017; Eldor & Shoshani, 2017). Multiple variables were associated with job
satisfaction for teachers across the career span. The enjoyment of working with children,
seeing them grow and develop while having the ability to convey subject knowledge was
identified as having a positive effect on teacher job satisfaction (Badri, Mohaidat,
Ferrandino, & El Mourad, 2013; Lavigne, 2014; Skaalvik & Skaalvik, 2015). Teachers
viewed responsibility and the work itself as motivators (Ghavifekr & Pillai, 2016). The
student-teacher relationship was also identified as an intrinsic motivator (Van
Droogenbroeck et al., 2014) and the emotional attachments between students and
teachers were found to be a key source of fulfillment (Gu, 2014). Making a difference in
the lives of children and finding personal fulfillment from the changes they see is a
primary reason why individuals enter the field of education initially (Lavigne, 2014);
positive relationships with students was cited as a reason why teachers remain in their
careers and an aspect of the profession missed by those who left (Howes & GoodmanDelahunty, 2015).

22
Administrative Support and Teacher Motivation
Administrative support is crucial to teacher retention and job satisfaction (Hughes
et al., 2015). Emotional and environmental support was found to be of primary
importance in teachers’ decisions to remain in the field (Hughes et al., 2015). Emotional
support through understanding relationships is cited by both principals and teachers as
being markedly important in enhancing teacher job satisfaction and commitment to work.
Having empathy, developing a feeling of collegial connectedness, knowing teachers’
strengths, and acknowledging teachers on a personal level are all important factors in
emotional support (Fuller, Waite, & Irribarra, 2016; Graham, Hudson, & Willis, 2014; Ju
et al., 2015).
The effect of administrative support is significant for teachers in all phases of
their careers (You & Conley, 2015). Duyar, Gumus, and Bellibas (2013) found
instructional leadership practices such as observing classrooms, providing instructional
feedback for teachers, and reviewing student work positively influenced teacher attitudes
and job satisfaction. This finding was supported by Koutrouba and Michala (2017) and
Kass (2013). The strongest negative correlation with job satisfaction was the requirement
to follow bureaucratic rules (Duyar et al., 2013).
Effective school leaders provide strong instructional leadership and support. They
create and communicate a clear vision and expectations; develop an effective
instructional environment that includes evaluating instruction and providing coaching;
and develop a positive school climate focused on learning (Day, Gu, & Sammons, 2016;
Sun & Leithwood, 2015). This style of leadership results in higher teacher self-efficacy in
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classroom instructional techniques and behavior management (Bellibas & Liu, 2017).
Effective administrative leaders also provide support by spending time monitoring school
hallways, in the classrooms, and coaching teachers (Day & Sammons, 2013).
Instructional support through common planning time, instructional teams, and
individualized feedback can help teachers meet the ever-increasing demands of a diverse
student population and are viewed by instructors as administrative motivating factors
(Kraft et al., 2015). These instructional supports are most effective when administrators
see the school as a dynamic environment that is complex and open in nature rather than
imposing invariable agendas and templates to govern the interactions of instructional
teams (Kraft et al., 2015). Daniels (2016) observed that administrators who understand
the essential nature of guarded time for planning differentiated instruction, grading,
familial communication, and collegial collaboration provide a powerful driver of
motivation. Mid-career teachers put a high value on being provided the time and space
for deliberation amid the daily demands of the profession (Durksen, Klassen, & Daniels,
2017). In addition, effective administrators take into account the ebb and flow of teacher
energy levels, planning professional development when teachers are the most energized,
and providing additional planning and grading time when instructors are the most energy
deficient (Daniels, 2016).
Just as strong administrator support was cited as a contributing factor to teacher
job satisfaction, a lack of support is associated with teacher attrition. Both novice and
veteran teachers reported poor administrative support as a factor for being dissatisfied or
for leaving the profession (McCoy, Wilson-Jones, & Jones, 2013; Struyven &
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Vanthournout, 2014). Administrative evaluations that are perceived as unfair, subjective,
or judgmental, as well as instructional interference by administrators, are also associated
with teacher burnout (Helou et al., 2016). Unfair rewards, preferential treatment, and a
lack of appreciation for teachers’ efforts are noted as burnout factors as well as negative
communication from administration that connotes disrespect and lack of caring (Helou et
al., 2016).
School Culture, Climate, Working Conditions and Teacher Motivation
Setting and maintaining an orderly and disciplined school culture in which
learning is able to occur is an important feature of administrative support. When there are
well-designed and consistently implemented discipline policies, teachers are able to focus
on instruction and manage student behavioral issues efficiently and effectively (Kraft et
al., 2015). Teachers also need to feel a congruency between the prevailing goals and
values of the school and their own. A dissonance in this area has been negatively
correlated with self-efficacy and engagement, creating another motivation for exiting the
profession (Kass, 2013; Skaalvik & Skaalvik, 2016).
School climate and working conditions were identified by several researchers as
important to teacher satisfaction (Badri et al., 2013; Ghavifekr & Pillai, 2016; Malinen &
Savolainen, 2016). Aldridge and Fraser (2016) found that approachable and supportive
school principals and the ability for teachers to obtain support, advice, and
encouragement positively influenced both job satisfaction and self-efficacy. Creating a
positive school climate where teachers feel connected to students, administrators, and
other staff members can help keep teachers engaged and less likely to leave (O’Brennan
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et al., 2017; Thapa et al., 2013). Effective school climates are built on relationships of
trust and caring. Consistent emotional and contextual support is central to developing
resilience through supportive relationships (Day & Hong, 2016). These relationships, in
turn, can help teachers stay engaged, committed, and resilient (Gu, 2014). Teachers may
feel there is a stronger collective capacity when these shared values and trusting
relationships exist (Gu & Day, 2013). Furthermore, a climate of service wherein teachers
view themselves as a service provider to their students and parents and where the teachers
are provided internal service was shown to decrease teachers’ intentions to leave and is a
powerful predictor of positive work attitudes (Eldor & Shoshani, 2017). Internal service
includes being provided the materials, time, support, and equipment to do their job
efficiently and effectively. The positive effects include higher work engagement and job
satisfaction (Eldor & Shoshani, 2017).
Teacher job satisfaction is also influenced by teacher independence, autonomy,
and schedule flexibility, as well as the unpredictability and variability of the job (Lee &
Nie, 2014; Skaalvik & Skaalvik, 2014; Skaalvik & Skaalvik, 2015; Wang, Hall, &
Rahimi, 2015). Teachers’ motivation to remain effective is influenced by their freedom to
make autonomous choices regarding instruction and pedagogy and their self-efficacy in
meeting the needs of all learners (Daniels, 2017). This motivator was supported by Fuller
et al. (2016) who found the loss of autonomy and the standardization of pedagogy
increased a teacher’s desire to leave the profession. Koutrouba and Michala (2017) found
teachers felt satisfaction with their jobs when given the opportunity to individualize their
teaching to the specific needs, interests, and skills of the students. This quantitative study
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examined 379 high school teachers who worked in 50 different secondary schools in
Athens, Greece. Participants responded to a questionnaire with 43 close-ended questions.
Limitations in this study included a lack of triangulation and that findings were based
solely on surveys. The authors suggested interviews and observations could have
strengthened the study. Furthermore, the freedom to take risks and innovate in the pursuit
of excellence has been noted as being more important than self-efficacy in relation to
teacher motivation (Daniels, 2017).
Time pressure and workload are stressors associated with emotional distress
(Aldridge & Fraser, 2016; Howes & Goodman-Delahunty, 2015; McCoy, Wilson-Jones,
& Jones, 2013; Skaalvik & Skaalvik, 2016; Struyven & Vanthournout, 2014). Increasing
curricular demands, higher accountability standards, documentation demands, and higher
levels of student diversity in the classroom requiring additional planning create an
environment that can be emotionally exhausting for teachers. The increasing workload
and the resulting pressure may be unsustainable for some (Howes & GoodmanDelahunty, 2015). Skaalvik and Skaalvik (2016) found emotional stress and exhaustion
due to time pressure created a primary motivation for teachers to leave the profession.
The authors surveyed 523 high school teachers in Norway about seven different stressors
and four related categories such as engagement and motivation to leave the profession.
Strengths of this study included the percentage of teachers participating, 81% of working
teachers, and the rationale for the categories included in the survey. Much of the
theoretical framework was based on Skaalvik and Skaalvik’s earlier work. However, they
did include additional the work of researchers in the framework.
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Teachers’ perceptions of their work environment and conditions can create
feelings of dissatisfaction. However, principals’ behaviors can greatly influence teachers’
perceptions. Burkhauser (2016) found that by improving principal quality by just one
standard deviation had a significant effect on teacher perceptions, equal to changing the
student-teacher ratio by eight students per class. All four domains of school environment,
including teacher time use, physical environment, teacher empowerment and school
leadership and professional development were all affected by the teacher perceptions and
quality of the school principal.
Administrator Communication Practices and Teacher Motivation
Principals’ communication practices can have a significant influence on teacher
attitudes, behaviors, and commitment. Principals who practice empathetic listening and
using empowering messaging can effectively reframe teacher attitudes by focusing on
teachers’ strengths. Teachers’ feelings of frustration and failure can be normalized to
some extent through emotionally supportive conversations that recognize the difficulties
of the profession (Berkovich & Eyal, 2017). Open, two-way communication that is direct
and honest is associated with high self-efficacy for teachers (Kass, 2013).
Trust and Teacher Motivation
Trust in the school leadership can be a powerful motivator for teachers and is a
marker of effective leadership (Day & Sammons, 2013). School leaders who displayed
the characteristics of competence, integrity, respect, openness, and reliability were more
likely to be trusted by their staff (Handford & Leithwood, 2013). Eldor and Shoshani
(2016) also found teachers who were shown compassion by their supervisors, including
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support, caring, and concern had increased emotional vigor, school commitment, and job
satisfaction. Principals who invest time in building relationships with the teaching staff
and empower them through shared-decision making can develop higher levels of trust
(Leis & Rimm-Kaufman, 2016).
Being friendly and approachable are equally important as demonstrating strong
instructional leadership. Teachers seemed to have a higher level of trust in leaders who
were open and approachable when having conversations about instructional practices
(Tschannen-Moran & Gareis, 2015). Principals who avoid micromanaging, but instead
allow their teachers the autonomy to direct their professional learning and collaboration
and allow teachers freedom in collaborative team formation develop higher levels of trust
with their staff (Hallam, Smith, Hite, Hite, & Wilcox, 2015). Furthermore, trusting
relationships with school leadership can improve job satisfaction and improve teacher
motivation to stay in the job (Cancio, Albrecht, & Johns, 2013; Van Maele & Van
Houtte, 2015) and influence the way teachers view their colleagues. Those who view
their principals as open, approachable instructional leaders are also more likely to view
their colleagues as more competent and cooperative. (Tschannen-Moran & Gareis, 2015).
Administrative Leadership Style and Teacher Motivation
Multiple leadership styles can positively influence school climate, student
achievement, and teacher engagement including servant leadership, instructional
leadership, transactional leadership, and transformational leadership (Goddard, Goddard,
Kim, & Miller, 2015; Herminingsih & Supardi, 2017; Owusu-Bempah, Addison, &
Fairweather, 2014; Shatzer, et al., 2014). Lee and Nie (2014) identified seven key
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behaviors exhibited by effective leaders across the leadership styles including (a)
delegating authority, (b) providing intellectually challenging tasks and activities, (c)
acknowledging and recognizing staff achievement consistently, (d) communicating vision
effectively, (e) fostering collaborative faculty relationships, (f) demonstrating concern
and support for teachers, and (g) acting as a role model.
Transformational leaders can have a powerful influence over their teachers’ job
satisfaction and professional practice. Transformational leaders empower their staff
through opportunities to develop and use their leadership skills instead of limiting that
only to the leadership team. Transformational principals ask invitational questions and
are viewed by their staff as visionary (Hauserman & Stick, 2013). Administrators are
visibly on campus, maintain a high level of accountability for teachers and students, and
are viewed as role models and effective disciplinarians by the students. These efforts can
have a significant influence on teacher satisfaction and school climate (Hauserman &
Stick, 2013; Hauserman, Ivankova, & Stick, 2013). These leaders inspire high levels of
organizational commitment from their followers, which may lead to motivation for
increased effort and greater productivity in the classroom (Ibrahim, Ghavifekr, Ling,
Siraj, & Azeez, 2014).
In their study of servant leadership, Shaw and Newton (2014) found a significant
relationship between teachers’ perceptions of their school administrators acting as servant
leaders and their job satisfaction and motivation to stay in their positions. The researchers
surveyed 234 teachers from 15 high schools using six questions from the Organizational
Leadership Assessment and the complete Servant Leadership Assessment Instrument.
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The theoretical framework was based on Geenleaf’s work on servant leadership. The
authors defined their study as quasi-experimental research. However, there was no
experimental treatment; it was a quantitative survey research study. All survey responses
were analyzed as one group; there were no subgroups formed or comparisons made
between respondents. This finding was further supported by von Fischer and De Jong
(2017) who found the servant leadership characteristics of empowerment and humility
were highly correlated with teacher job satisfaction, but all eight characteristics positively
influenced teacher motivation both intrinsically and extrinsically.
Sayadi (2016) found both transformational and transactional leadership styles had
positive effects on teacher job satisfaction and motivation to stay on the job at the
elementary, middle, and high school levels. These positive effects were supported by
Aydin et al. (2013) who found teachers with transformational leaders had a higher degree
of organizational commitment at both superficial and more meaningful levels as well as
higher job satisfaction. In addition, in an age of ever-increasing accountability measures,
principals may play a key role in mediating the effects of intensification by providing
opportunities in shared decision-making and through positive interactions (Van
Droogenbroeck et al., 2014). Transformational leaders help facilitate collegial
collaboration in achieving the shared vision and mission, thus increasing teacher job
satisfaction (Hauserman & Stick, 2013; Wahab, Fuad, Ismail, & Majid, 2014).
Professional Development and a Climate of Learning
Developing a school-wide climate of learning can have a positive influence on
teacher job satisfaction, motivation, and wellbeing (Erdem, Ilgan, & Ucar, 2014;
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Shoshani & Eldor, 2016). A perceived learning climate refers to how employees, in this
case teachers, view the opportunities for continuous learning, discussion, and inquiry
while working toward a collective vision (Marsick & Watkins, 2003). Eldor and Harpaz
(2016) found employees become more engaged in their work when they believe that their
employer is providing them opportunities to learn. A climate of learning creates
confidence that goals can be attained and fulfills people’s need to belong to something.
Moreover, a teacher-learning climate can provide teachers more energy and emotional
capacity, which are then passed on to students (Shoshani & Eldor, 2016).
Teacher-led professional development, such as professional learning communities
(PLCs), has been shown to have a multitude of positive benefits. Guglielmi, Panari,
Simbula and Mazzetti (2014) found engagement in professional development activities
provided higher levels of work engagement for educators and thus job satisfaction and
that their organizational commitment was strengthened by this engagement. Powers,
Kaniuka, Phillips, and Cain (2016) confirmed Simbula and Mazzetti’s findings and stated
that veteran teachers participating in the instructional talk-through model experienced
higher motivation. They also experienced decreased stress and improved self-efficacy in
areas such as improved pedagogy, increased confidence, stronger collegiality, and an
improved capacity for leadership within their own classrooms.
The use of PLCs has grown exponentially over the last 20 years as the primary
mechanism through which to build a climate of learning and continuous improvement.
Effective collaboration with distributed leadership allows teachers to work together
toward common purposes and values, such as ensuring all students meet the stated
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achievement goals. This process can be highly motivating (Carpenter, 2015). Teachers
who are given the opportunity and appropriate support to engage meaningfully in
professional learning communities may experience a wide range of benefits, including
emotional reinforcement, improved pedagogy, and increased self-efficacy (Mintzes,
Marcum, Messerschmidt-Yates, & Mark, 2013). PLC participation has a positive and
high correlation with teacher collective efficacy, the collective belief that together they
can make a difference. Voelkel and Chrispeels (2017) found the practice of using data to
identify strengths and weaknesses in professional practice and to develop effective
interventions for those weaknesses was a strong predictor of group efficacy.
Collegial Relationships
Positive relationships with colleagues are important aspects of a teacher’s life.
Social relationships with colleagues and the ability to learn from and support each other
were also identified as a factor in job satisfaction (Aldridge & Fraser, 2016; Koutrouba &
Michala, 2017; Skaalvik & Skaalvik, 2015). Motivated teachers feel connected with their
colleagues and administrators (Daniels, 2017), have higher collective efficacy, and place
more value in professional development (Durksen et al., 2017). Fransson and Frelin
(2016) found highly committed teachers named collegial relationships with others who
are innovative, supportive, and agreeable as key to job satisfaction.
Being able to discuss their work with others and to share materials and
experiences were also integral to an on-going commitment to the profession. These
collaborative experiences may create feelings of solidarity and empathy, thus helping to
reduce emotional and social isolation, especially for those who serve in socio-
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economically depressed areas and those working in special education settings (Gu, 2014;
Langher, Caputo, & Ricci, 2017). Teachers who experienced acts of compassion from
colleagues felt more connected, less stressed, and more satisfied in their educational roles
(Eldor & Shoshani, 2016). Being part of a collective effort to collaborate and increase
student achievement is a positive motivator (Fuller et al., 2016). For veteran teachers, the
perception of team efficacy provided motivation to remain in the profession (You &
Conley, 2015).
Summary and Conclusions
Teachers’ professional practice can have a significant influence on student
behavior, social-emotional well being, and academic outcomes. Their professional
practice develops over time and progresses from novice to expert, increasing the positive
results with this development. Professional practice can be influenced by a variety of
factors, including staff development opportunities, administrative support, school culture,
self-efficacy, job satisfaction, and motivation.
Job satisfaction and motivation have a direct influence on self-efficacy and
professional practice. Administrative support and leadership style; school climate and
working conditions; teacher autonomy; and collegial relationships have all been shown to
influence teacher motivation and job satisfaction. Conversely, time pressures and work
load; a lack of support from site administration; and an incongruence between personal
and school values have been shown to be related to burnout and attrition. Herzberg
(1968) identified two sets of factors that influence employee motivation. In this study, I
investigated how these two sets of factors may influence veteran teachers’ professional
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practice. There is limited research concerning motivating and hygiene factors and their
influence on veteran teachers’ professional practice.
To examine these issues further, I investigated teachers’ and administrator’s
perceptions of the motivating factors that influence veteran teachers’ professional
practice. This will add to the body of literature in the field by specifically addressing the
relationship between motivating factors and the professional practice of veteran teachers,
an area that is underrepresented in the literature. The discussion of the methodology for
this study follows in Chapter 3.
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Chapter 3: Research Method
The purpose of this basic qualitative study is to explore administrator and teacher
perceptions of factors influencing veteran teachers’ professional practice in a suburban
Southern California school district. In Section 3, I describe and provide the rationale for
the qualitative research and basic qualitative study design. I describe the methodology,
including participants and participant selection, as well as explain the plan for data
collection and analysis. This section concludes with a discussion of the ethical issues
involved in this study.
Research Design and Rationale
This was a basic qualitative study. Qualitative research is used in a wide range of
disciplines, including anthropology, psychology, nursing, and education. Within the
umbrella of qualitative design, there are multiple variants recognized. These variants of
qualitative design include action research, case study, ethnography, and phenomenology
(Yin, 2016). “Qualitative researchers are interested in understanding how people interpret
their experiences, how they construct their worlds, and what meaning they attribute to
their experiences” (Merriam & Tisdell, 2016, p. 15). A basic qualitative study is an ideal
vehicle to explore these ideas.
Yin (2016) asserted there are five features that distinguish qualitative research
from other forms of research in the social sciences. According to Yin, the first
demarcation of qualitative research involves studying the “meaning of people’s lives, as
experienced under real-world conditions” (Chapter 1, para. 2). Furthermore, participants
in a qualitative study will be performing their everyday functions and behaviors;
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responses will be more authentic because they are not constrained by artificial research
procedures and instruments. Secondly, qualitative research is focused on capturing the
perspectives of the participants. Capturing authentic experiences allows the research to
reflect real world experiences of the people who live them. Thirdly, qualitative research
unequivocally takes contextual conditions into account while understanding that the
cultural, environmental, social, and institutional context may have a significant influence
on people’s views and perspectives. Fourth, qualitative research is driven by an aspiration
to explain social behavior and thinking (Yin, 2016). Yin (2016) stated that qualitative
researchers recognize the important and value of having multiple sources of evidence
rather than relying on one source for data collection.
Qualitative research is predominantly an inductive process, wherein researchers
build concepts or paradigms from the collected data. Information gathered from the field
in the form of interviews, documents, and observations is combined and organized into
concepts and broader themes. Thus, findings in a qualitative study grow organically from
the collected data (Merriam & Tisdell, 2016).
A basic qualitative study was chosen because it is the most appropriate to
determine the experiences of participants in a real-life context (Merriam & Tisdell, 2016).
In addition, when a study is centered on present day events as opposed to a historical
phenomenon, when the research is centered on why and how questions, and when the
researcher has no direct control over behavioral events, a basic qualitative study is the
most appropriate study design according to Yin (2014).
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To adequately explore administrator and teacher perceptions regarding motivating
and hygiene factors and their influence on veteran teachers’ professional practice, indepth interviews were conducted with each participant. Data collection was conducted
via phone calls. A veteran teacher for this study was defined as someone who had taught
in the public school system for more than 10 years. Both teachers and administrators
must currently have been in a high school setting and have served more than 5 years at
that level.
The research questions for this study were:
RQ1: How do high school administrators in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ2: How do veteran high school teachers in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ3: How do high school administrators in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
RQ4: How do high school veteran teachers in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
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Role of the Researcher
Following the basic qualitative study protocol for this research, I was the sole
means of data collection, analysis, and interpretation. I conducted the interviews as well
as transcribed and coded the data. After coding the data and analyzing for themes, I
allowed the participants to review the themes for accuracy and reduce the chance of any
bias I may have introduced, given my history as a veteran high school teacher.
My role as a nonparticipating interviewer was clearly known by the participants; I
did not interact as a participant at any time during the study. Although the participants
were teachers in a county where I formerly worked, when the study was conducted, I
worked as an administrator at a private school in another state. I also did not interact with
any of the participants prior to the study. I have experience working at the high school
level, but it had been 4 years since I last worked at a high school. My experience both in
the classroom and as an administrator helped me develop rapport with both sets of
participants, as well as develop probing and follow-up questions as needed. I addressed
my personal biases by engaging in self-reflection and through the use of bracketing (see
Creswell, 2015).
Methodology
In this section, I discuss the design of this basic qualitative study I used to explore
administrator and teacher perceptions and determine findings. I conducted an exploratory
basic qualitative study that used individual semistructured interviews with both high
school administrators and veteran teachers. Through the interview process, I gathered
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data regarding their perceptions about motivating and hygiene factors. Additionally, in
this section, I discuss the participant selection, data collection, and analysis methods.
Participant Selection
This study was centered in a suburban K-12 school district in southern California.
As of the 2016-2017 school year, there were almost 11,000 students enrolled in the
district, with nearly three-quarters of the students qualified for free and reduced-price
lunch (Ed-data, n.d.). The school district had a minority-majority enrollment with nearly
75% of students identifying as Hispanic or Latino, approximately 5% as African
American, slightly more than 15% as Caucasian, and approximately 5% as Filipino,
Asian, or two or more races (Dataquest, n.d.). The district is comprised of one middle
school, three comprehensive high schools, and two alternative high schools. This district
is a one-to-one device district, meaning that all students in Grades 6 through 12 have a
laptop computer checked out to them like a textbook for their use both at home and
school. Of the approximately 400 teachers in the district, fewer than 10% of those were
first- or second-year teachers. The average experience level of the teaching staff was 13
years (Dataquest, n.d).
Teacher participants were selected using several criteria: they must have had 10 or
more years of teaching experience, 5 or more years of which must have been at the high
school level. Participants were selected to represent a variety of disciplines and grade
levels at all three comprehensive high schools. Teachers at alternative schools were not
included because they work with a very specialized population and may have
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significantly different motivating factors than teachers working with the general student
population.
Administrator participants were selected to reflect both the roles of principal and
assistant principal. As with the teacher participants, the administrators must have had
more than 5 years of experience at the high school level. Administrators were selected to
represent a variety of schools as well. Specific procedures for identifying, contacting, and
recruitment are discussed in the following sections.
Instrumentation
For data collection, I used semistructured interviews (see Appendices A & B),
also described by Yin as qualitative interviews (2016), with both the teacher and
administrator participants. I had a clear agenda and questions prepared and aligned with
the research questions but allowed the context and setting of each interview to help guide
the follow-up questions. The interview followed a conversational style, building on the
social aspect of the relationship between interviewer and interviewee. Because the
interview is conversational in nature, it allows for authentic two-way interactions
between the researcher and participant (Yin, 2016). I used open-ended questions in order
to engage the interviewees in a topic discussion as I aimed to understand and make
meaning from their experiences and perceptions.
The data collection instruments (Appendices A & B) were sufficient to answer the
research questions because the questions are broad enough to provide rich information
yet narrow enough to focus on the constructs under investigation (see Yin, 2016).
Because this study focused on teacher and administrator perceptions, interviews were the
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most appropriate data collection tool to capture a complete understanding of their ideas
and experiences. I constructed the interview questions based on Herzberg’s (1968)
motivating and hygiene factors as well as the elements of professional practice as
outlined in Danielson’s (2007) framework for teaching. To increase validity, I asked three
administrators and veteran teachers, not part of my study, to review my interview
questions and to provide input for improvement or revision.
Procedures for Recruitment, Participation, and Data Collection
All recruitment was done in an ethical manner. To begin my study, I completed
the district’s process for gaining approval to conduct a research study on their campuses
and obtained a letter of cooperation from the district education services department. The
data collection process occurred over the phone with audio recording.
Once the Institutional Review Board (IRB) approval was obtained from Walden
University (Number 07-06-18-0479344), I contacted the human resources department at
the school district to obtain a list of teachers who had more than 10 years of teaching
experience with at least 5 of those years being at the high school level, and a list of
administrators with 5 or more years of experience at the high school level. I then sorted
the teachers by school and department. Ideally, participants reflected multiple
departments at all three comprehensive high schools.
Names of teachers meeting the experience criteria were entered into a database by
site and department and arbitrarily assigned a number. These numbers were then
randomly ordered within department in the database and the first five teachers in each
department were emailed an invitation to participate in the study, along with an informed
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consent form. Potential participants were informed of the purpose and procedures of the
study. All potential participants were also informed that the study was completely
voluntary, and they could change their mind at any time if they chose not to continue
with the interview process. In addition, the prospective participants were advised they
would not be treated differently by anyone at their school district or at Walden University
if they choose to participate or not participate in the study. Potential participants were
notified of the potential risks and benefits of being in the study and were reassured that
participation in the study would not pose any risk to their safety or wellbeing. No
participants received payment, thank you gifts, or reimbursements of any kind. I outlined
the steps that would be taken to maintain their privacy and secure the collected data.
Finally, I provided each individual with my contact information in case they had
questions or concerns they wanted to address, as well as the phone number for the
research participant advocate at Walden University.
Teachers were asked to respond via email within 7 days to confirm their
willingness to participate and provide informed consent. To encourage participation in
the study, I sent two additional invitation emails. Once eight teachers who reflected a
variety of schools and departments agreed to participate, I terminated further teacher
recruitment efforts. I contacted selected participants initially through email and then
scheduled a time to speak with them by phone to confirm an interview time that best met
the participant’s agenda and ensured confidentiality. Interviews were conducted via
phone and recorded for later transcription.
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There are nine assistant principals and three principals at the three comprehensive
high schools for a total of 12 administrators in the district. Because there were fewer
administrators, all 12 were sent an invitation to participate in this study along with the
included consent form. When administrators did not respond to the initial invitation to
participate in this study, I followed up with two additional emails to further explain the
study and request participation. After three invitation emails, only four administrator
participants volunteered to be part of the interview process. All four were included in the
study.
To conduct the interviews, I scheduled individual appointments with each
participant and allowed 60 to 90 minutes to provide sufficient time to discuss informed
consent, explain the process, conduct the interview, and answer any questions the
participants may have had upon completion of the interview process. At the beginning of
each interview, the participant was informed of the study parameters, the types of
questions they would be asked, what precautions would be taken to protect their
confidentiality, and their ability to stop the interview or withdraw from the study at any
time. All interviews were digitally audio recorded and I took notes during the interview
as well. I transcribed each of these interviews verbatim from the digital recording and
sent each participant a copy of the transcript for review via email. I requested they review
the transcript for accuracy and return changes to me within 7 days if inaccuracies were
found. None of the participants responded with corrections or changes.
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Data Analysis Plan
Collected data must be analyzed in order to develop meaning (Hatch, 2002). Yin
(2016) recommended using a five-phase analytic process including (a) compiling, (b)
disassembling, (c) reassembling and arraying, (d) interpreting, and (e) concluding. I went
through these steps until the conclusions were complete.
Hatch (2002) stated analysis actually begins during the data collection process.
My formal analysis began by transcribing the interviews verbatim in a word processing
document. My initial organizational plan was based on Herzberg’s (1968) motivational
and hygiene factors to answer the research questions of this study. Next, I compiled the
participants’ responses with the notes I took during the interviews and conducted a
preliminary exploratory analysis to obtain an overall sense of the collected data for each
interview group.
The second step in the process was to break the compiled data down into smaller
pieces in a disassembling procedure. I did this by highlighting repeated words, phrases or
ideas, and items that stimulated my interest, otherwise known as open coding. These
coded items were next sorted into higher-level patterns to identify categories that were
repetitive in the transcription from the coded data. Then, using a spreadsheet, I sorted
these patterns into broader categories or themes. I repeated this process using pattern
coding until I was certain I had sufficiently discovered the emergent themes as suggested
in Yin’s work (2016). After the data were coded and sorted, these data had to be
reassembled, as noted by Yin (2016). This process involved organizing the fragments of
data into groupings that may not have been in my original notes. I created a matrix to
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illustrate the data graphically, which helped me see patterns that I did not notice before.
Hatch (2002) described the analysis process of qualitative data as an ongoing task and
knowing when to conclude to be a judgement call. This inductive process allowed me to
see the themes, or domains as noted by Hatch (2002) and create a master outline
reflecting the relationships between the identified domains. After the initial transcription
interviews and two cycles of compiling, disassembling, and reassembling the data, I was
ready to move to the interpretive stage of data analysis.
The fourth step in the process was to interpret the data, which involved creating a
narrative with relevant tables that served to illustrate and support my findings. The
narrative helped me explain the data in rich description (see Hatch, 2002). This part of
the process required me to move between inductive and deductive reasoning and between
concrete data and abstract concepts (e.g., Merriam & Tisdell, 2016). It was during this
stage that I sought to answer the research questions. According to Yin (2016), a
comprehensive interpretation should contain the following elements: completeness,
fairness, accuracy, added value, and credibility. After I completed the work described
above, I emailed the transcripts back to the participants, along with my analysis, to have
them member check the findings of the study. I asked the participants to verify whether
these assumptions were accurate and reasonable based on their interview (see Glesne,
2015). The participants had 7 days to respond but none provided any feedback.
My process ended with Stage 5, which is where I drew conclusions. Conclusions
are statements that elevated my interpretation to a conceptual level. In this phase, I
communicated the larger significance of the study. There were several ways in which I
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could have concluded my study, including calling for new research; challenging
conventional stereotypes; presenting new concepts, theories or discoveries about social
behavior; and generalizing to other situations (Yin, 2016). The data I collected, and their
interpretation, determined the conclusions I drew in this phase of the study. Hatch (2002)
describes how the inductive process of data analysis can reveal clear themes. Following
Hatch’s model, I organized the data in reference to the research questions and the
conceptual framework. The data collected demonstrated an alignment with previous
research concerning teacher motivation and burnout. As a result of this alignment, I chose
to end my study with a call for additional research into how to best support veteran
teachers and motivate them to stay engaged with their professional practice.
Trustworthiness
In a qualitative study, the researcher can take several steps to strengthen the
credibility of a study. One of the ways to do this is through developing trustworthiness in
the study. Trustworthiness is an attitude that is established through the study rather than
following specific procedures (Yin, 2016). Trustworthiness can be developed through
methodical research. Although a researcher needs to allow for discovery and unexpected
findings, using an orderly set of research procedures helps minimize careless work. In
addition, by avoiding any obvious bias and deliberate distortion of findings, I was able to
build trustworthiness. I also developed trustworthiness through thoughtful study design
and implementation as described by Yin (2016).
To address transferability and credibility, I used rich, thick descriptions of the
participants’ experiences and perceptions. Thick descriptions, according to Tracy (2010),
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can help prevent a researcher from using small pieces of data out of context. This
approach required me to account for the complexity and larger context of all of the
collected data. In addition, the participants were selected with the greatest amount of
variation possible within the given setting, increasing the chances of transferability.
Because a basic qualitative study is bound by its context, Yin (2016) recommended
posing the study’s implications “at a conceptual level higher than that of the specific
findings or the specific conditions of the initial study” (Ch 4, para 89). In doing this, I
specifically examined any congruence or incongruence with the study findings and
concepts or ideas in the research literature. To establish credibility in my study, I
triangulated the data by interviewing two different participant groups, administrators and
veteran teachers, who had inherently different perceptions. I also used member checking
to increase trustworthiness.
To ensure a high level of dependability, I followed all research protocols
established by the Walden IRB. I recorded my notes during and immediately following
each interview. In addition, all interviews were audio recorded and transcribed verbatim
then rechecked for accuracy. I provided rich contextual background for the data and the
rationale for all methodological decisions as suggested by Ryan-Nichols & Will (2009).
Dependability of the data can also be defined as the consistency of the findings (Baxter &
Jack, 2008). If the same study were to be conducted using the same participants and
methods, and similar results obtained, then it would be considered to be dependable
(Shenton, 2004). Shenton recommended thoroughly describing the process conducted in
the study to act as a prototype that another researcher might follow to obtain similar
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results. This process is also referred to as an audit trail (Ryan-Nichols & Will, 2009).
Confirmability is closely tied to dependability and refers to the accuracy and neutrality of
the data. The process for establishing confirmability and dependability is similar and
inter-related (Houghton, Casey, Shaw, & Murphy, 2013). For this study, I followed my
plan step-by-step. Participants were recruited, interviewed by phone using semistructured
interviews, and I provided them the opportunity to review both the transcripts and the
findings. In the semistructured interviews, all participants were asked the same set of
basic questions and in the same order. Follow-up questions centered on providing more
explicit information about an answer in order to more accurately capture each
participant’s experiences. The interviews were audio-recorded and then I personally
transcribed them verbatim so I could attest to the reliability of the transcription. This
clear audit trail (Ryan-Nichols & Will, 2009) provided the dependability necessary for a
basic qualitative study.
Confirmability depends on the data being based on the experiences of the
participants, not on those of the researcher (Shenton, 2004). It was important for me to
examine my own experiences and possible bias as it related to this study. As a veteran
teacher myself, I am aware I have my own opinions about what motivates me and affects
my professional practice. I also was employed in the same county where the study was
conducted, which may affect my perceptions and beliefs about the topic. As I read
through the interview transcripts, I engaged in a reflective bracketing process to help
document any bias as it arose (see Wall, Glenn, Mitchinson, & Poole, 2004). As part of
this bracketing process, I used a reflective diary to help me prepare in advance for the
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interviews, bringing to light any ideas or issues that might affect my opinion or
subjectivity. Another aspect of reflective journaling is the reflection itself. This stage was
important for me to deliberate about the interviews, any bias that may have arisen, and on
the methodological process as a whole. The next stage in this process was to document
my learning. At this juncture, I noted what I learned from the bracketing process as well
as what I learned from the interviews themselves. The last stage in this process was the
action phase. At this point, I determined what learning might be applicable to future
interviews as well as to the methodology itself, following the work of Wall et al. (2004).
It is normal for researchers to have bias, as noted by Tufford and Newman (2012), but
practices such as bracketing helped me document and discover how my own experiences
and biases could have potentially influenced the research outcomes.
Ethical Procedures
To ensure ethical standards of research were met, I took into consideration the
Code of Ethics from the American Educational Research Association. Yin (2016)
describes these as including maintaining integrity, taking responsibility for your own
work, showing respect for people’s rights, demonstrating social responsibility, and
maintaining professional competence. I successfully completed the National Institutes of
Health human subjects protection training in June 2017. In preparing my research
protocol, I anticipated potential ethical issues that might arise such as informed consent,
confidentiality, data collection and analysis, researcher-participant relationships, and
reporting of final outcomes (e.g., Orb, Eisenhauer, & Wynaden, 2000).
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I did not begin this study and I did not contact potential participants until this
proposal was approved by the Walden University IRB. I then obtained informed consent
from the participants via email once the study was approved by the IRB. I explained the
purpose of the study, the procedures and the potential risks and benefits to each
participant. I also discussed their confidentiality and the steps I would take to ensure their
identity is protected. Each participant had the opportunity to ask questions before signing
their agreement.
Participation in this study was voluntary. Although I previously worked in the
same county as the participants, I am currently employed in a different state and do not
work with or near any of the participants. I am a school site administrator at an
independent school in another state and have no position of influence or authority over
the participants.
Every effort was made to maintain the confidentiality of the participants. I
explained the procedures for the study in advance as well as the steps I would take to
ensure their confidentiality, so each participant had the opportunity to give informed
consent before participating. To protect the collected data, the digital files of the
interviews, and interview transcripts are kept in a password-protected file in my home.
Any written documents are kept in a locked file cabinet off-site and will be shredded and
destroyed after 5 years. In the reporting of the final outcomes, only pseudonyms were
used, and no school sites were named. In addition, no identifying information such as age
or length of employment was used in the narrative.
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There are also ethical considerations related to data collection activities. All
participants of this study were volunteers. If a participant had decided to withdraw early,
they would have been released, and another participant would have been selected from
the pool. Whatever data would have been collected at that point from this participant
would have remained confidential. However, no participants asked to be removed from
the study.
To address ethical issues related to data collection and analysis, I ensured all
participants were aware of what data were going to be collected, how data were going to
be used, who would have access to data, and how the results would be reported. Because
qualitative research is dependent upon the development of a trusting relationship between
the researcher and the participants, it was vital that I established a professional
relationship in which I was careful about the level of self-disclosure I engaged in,
displayed emotions objectively, and created strategies to end the relationship once the
study had ended as outlined by Sanjari, Bahramnezhad, Fomani, Shoghi, & Cheraghi
(2014).
Summary
This section contained a description and rationale for the study design including
participant selection; instrumentation; procedures for recruitment, participation, and data
collection; data analysis plan; developing trustworthiness, and ethical procedures. I used
semistructured interviews for data collection in this basic qualitative study. The
interviews were transcribed, coded, and arranged into themes. A rich, descriptive
narrative was written to fully present the participants’ perceptions. The results of this
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study provide insights into teacher and administrator perceptions regarding motivating
and hygiene factors and their influence on veteran teachers’ professional practice.
Chapter 4 presents the results of this study based on the research questions as grounded in
Herzberg’s (1968) motivation-hygiene paradigm.
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Chapter 4: Reflections and Conclusions
The purpose of this basic qualitative study was to explore differences between
administrators’ and teachers’ perceptions of motivating and hygiene factors influencing
veteran teachers’ professional practice in a suburban Southern California school district.
Using a basic qualitative design, I interviewed both administrators and veteran teachers to
understand their perceptions. From the data collected in this study, patterns and themes
emerged that identified administrator and veteran teacher perceptions, which may lead to
increased understanding of the factors affecting veteran teachers’ professional practice.
The research questions were based on Herzberg’s two-factor theory. I developed
semistructured interview questions based on these research questions:
RQ1: How do high school administrators in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ2: How do veteran high school teachers in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ3: How do high school administrators in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
RQ4: How do high school veteran teachers in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
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In Chapter 4, I describe the setting, data collection procedures, and an in-depth
description of the data analysis process. I then present the study results based on the
collected and analyzed data.
Setting
This basic qualitative study included 10 veteran high school teachers and four
high school administrators from a suburban setting in Southern California. The pool for
teacher participant selection was 122 teachers and for administrators, 12 principals and
assistant principals. The interviews were all conducted over the phone and audiorecorded at a time requested by the participant. Some teacher participants chose to do the
interviews from their classroom or office after hours, some chose to talk from their
homes on the weekend. Three administrators chose to complete the interview process
from their office during work hours and one chose to do it from home on the weekend.
Recruitment led to participants from four schools; however, participants were not asked
to divulge the name of their school to reduce the likelihood of any reprimand or
retaliation for participating in the study. Although I am an educator and formerly worked
in the same county, I had no direct collegial or supervisory interaction with any of the
participants in this study.
Participant Demographics
The criterion for teacher participant selection was 10 or more years of service at
the high school level. For administrative participants, the criterion was 5 or more years of
service at the high school level, including teaching experience. Participants were asked a
general question about their experience and educational background, but no potentially
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identifying information such as age or ethnicity was sought because these demographics
had no relevance to this particular study. All teacher participants had more than 10 years
of experience, but the average years of service was 21.25, with the highest years of
service being 34 and the lowest 15. For administrator participants, the average years of
service were 14.5, with 8 years being the average years spent teaching as well as 6.5
years of administrative experience (see Table 1).
Table 1
Teaching and Administrative Experience of Participants in Years
Participant

Teaching Experience

Teacher 1

21

Teacher 2

15

Teacher 3

23

Teacher 4

34

Teacher 5

26

Teacher 6

16

Teacher 7

15

Teacher 8

20

Administrator 1

9

14

Administrator 2

6

15

Administrator 3

10

3

Administrator 4

5

4

21.25

6.5

Average

Administrative Experience
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Data Collection
All procedures for data collections were completed under the guidelines of the
Walden University Institutional Review Board (#07-06-18-0479344) and the permission
of the district superintendent. Following the guidelines provided by the assistant
superintendent of educational services, principals were notified that the study was
occurring and informed their teachers and administrative staff would receive an invitation
to participate. There were 12 participants in this study. Data were gathered solely from
semistructured phone interviews.
Individual Interviews
The only form of data collection for this study was semistructured phone
interviews. The questions varied slightly for teachers and administrators, but both sets of
participants were asked the same 12 questions with follow-up questions as needed. The
interview questions were closely aligned with the research questions. Only eight teachers
and four administrators expressed interest in participating in the study, even after
multiple email invitations. No volunteers were excluded. Participants’ names were placed
into a spreadsheet as they agreed to participate. Once all names were entered, they were
assigned numbers. Only the numbers were used on the interview question notes and
transcriptions to ensure confidentiality. Twelve participants agreed to participate in the
study. The eight teachers represented two of the three comprehensive high schools, four
different content areas, and all four grade levels. No volunteers were obtained from the
third comprehensive high school, although extraordinary efforts were made to do so. The
teacher participants included five females and three males. The four administrators
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represented two levels of administration, principal and assistant principal, at two
comprehensive high schools and one magnet high school.
The phone interviews began 2 months after IRB approval was obtained on July 5,
2018. The delay was due to administrative vacation time during the month of July; I was
unable to contact the principals until the end of July. School began in this district in early
August, so I waited to start recruitment until school had been in session for 2 weeks in
order to respect the teachers’ and administrators’ need to focus on their students at the
beginning of the school year. Interviews were conducted between September 5, 2018 and
September 23, 2018. Although 60 minutes was allotted for each interview, the longest
interview was 54 minutes. Each participant was contacted via email to schedule an
interview and was able to choose the time and location in which they felt most
comfortable in order to maintain their confidentiality.
Before beginning each interview, I reviewed the consent form with participants
and informed them that they had the right to leave the study at any time. Each participant
was informed that the interview was being audio-recorded and would be transcribed
verbatim. I explained that I would be the only person who listened to the interview or
read the transcript. I reviewed the steps I would take to maintain their confidentiality,
including the assignment of random numbers, removal of identifying information,
maintaining audio recordings and electronic copies of the interviews in a passwordprotected file, and maintenance of written notes and transcripts in a locked file in my
home. Prior to the beginning of the interview, each participant was given the opportunity
to ask questions. This allowed me to ensure they felt comfortable with the process and
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confident in terms of confidentiality, consent, and their right to leave the study.
Participants openly answered the interview questions related to motivating factors for
veteran teachers and the effects on professional practice. After each interview,
participants received a copy of the transcript via email to review and verify the accuracy
of the transcription.
The interviews were recorded using a service called Call Recorder. Once the
interview was completed, the MP3 file was airdropped to my computer and saved in a
password-protected file. It was then deleted from the application. I transcribed the
interviews using a word processing document; all files were stored in a passwordprotected file and all identifying information was removed.
Unusual Circumstances
All of the interviews were recorded using the same service. However, during two
interviews, the recording stopped partway through the interview. Fortunately, I had taken
copious notes during the interview. In the transcription, I indicated where the recording
stopped and provided a bulleted outline of the participant’s statements for each question.
Those two participants had the opportunity to provide feedback regarding the transcript;
no corrections were requested.
Data Analysis
Initial Themes and Categories
The initial phase of data analysis involved open coding. I read through each
transcript line-by-line and word-by-word and highlighted key words and sentences. From
the highlighted text, I then derived in vivo codes. I entered the highlighted text and the in
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vivo codes into a spreadsheet under each corresponding interview questions. Once I
completed the first round of coding, I examined the in vivo codes and performed a second
round of coding using broader categories into which the in vivo codes fit using axial
coding. For example, two in vivo codes might have been identified as “feeling
appreciated” and “getting recognized.” During the second round of coding I placed these
two codes together under the broader code of “Teacher Appreciation and Recognition.”
This process helped ensure a meaningful analysis of the gathered data as described by
Houghton, Casey, Shaw, & Murphy (2015).
After the data were coded in two rounds, I reassembled the categories, following
Yin’s (2016) framework for data analysis. I took the highlighted words and phrases and
grouped them together during the second round of coding. This was done by printing the
transcriptions, cutting out the highlighted words and phrases, and physically grouping
them together on chart paper. Once these categories were sorted through in vivo and axial
coding, larger themes began to emerge from the data, based on the Herzberg’s (1968)
conceptual framework and the research questions of this study, in regard to motivational
factors that led to both job satisfaction and dissatisfaction as well as how those factors
influenced professional practice. The themes that emerged from both teachers and
administrators for motivational factors included (a) effective leadership, (b)
administrative support, (c) feeling valued, and (d) autonomous factors. The themes for
how these factors influence professional practice included (a) student engagement, (b)
student learning, (c) professional growth and (d) professional engagement. Each one of
these themes had multiple categories within it. For example, the theme of “autonomous
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factors” included making a difference, positive student relationships, student learning and
progress, professional growth and meaningful collaboration. Each interview question was
linked to a research question and so this also helped guide my analysis of the data.
Although the research questions focus on professional practice, the motivation and
hygiene factors had to be identified in order to answer how those influence professional
practice.
Results
The data analysis for this study addressed the motivating and hygiene factors and
how those influence the professional practice of veteran teachers. The examination of
motivating and hygiene factors will be presented first, followed by how those factors
influence the intent to stay in or leave the profession, how those factors influence
professional growth and engagement, and then how those factors influence professional
practice. Finally, the data regarding administrators’ roles in motivating veteran teachers
and how this influences their professional practice will be examined and presented. The
data from the teacher participants will be presented first and then I will present the data
from the administrator participants. I will first indicate how these data pertain to the
interview questions (see Tables 2 & 3), then relate all data back to the larger research
questions of this study at the end of the chapter.
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Table 2
Themes and Descriptions for Teacher Responses
Research Question
Q1

Q2

Influence of motivating factors on
professional practice

Influence of hygiene factors on
professional practice

Factor

Theme

Student progress

Student-centered

Student-teacher
relationships

Student-centered

Student engagement

Student-centered

Making a difference

Self-centered

Feeling effective

Self-centered

Administrative
support with
discipline

Support-centered

Professional freedom

Support-centered

Table 3
Themes and Descriptions for Administrator Responses
Research Question
Q3 Influence of motivating factors on
professional practice

Q4 Influence of hygiene factors on
professional practice

Factor

Theme

Academic freedom

Self-centered

Student-teacher
relationships

Student-centered

Feeling effective

Self-centered

Administrative
support with
discipline

Support-centered

Administrative
communication

Support-centered
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Motivating Factors
Herzberg (1968) theorized motivating factors to be those influences that provided
intrinsic motivation and led to job satisfaction. Herzberg found the most important
motivating factors related to job enrichment, which provided for employees’
psychological growth. These included factors such as responsibility, autonomy with
accountability, recognition, growth and advancement, and the work itself.
Teacher participant responses to motivating factors. Veteran teacher
participants were asked what factors influenced how satisfied they were with their job.
The teacher participants provided clear insight into veteran teacher motivation and job
satisfaction. There were three main themes that emerged regarding job satisfaction: (a)
those that centered on students, (b) those that centered on self, and (c) those that centered
on support. All of the teacher participants named student learning and progress, 87% of
them listed student-teacher relationships, and 62% noted inspiring students or making a
difference as motivating factors. The first two categories were motivating factors for job
satisfaction and the last category, administrative support, was the driving factor for
dissatisfaction.
Teacher participant responses for student-centered theme. The first group of
responses all centered on students and their progress, engagement, and student-teacher
relationships. Teacher 1 stated, “I think the biggest satisfaction would be if the students
respond to the lesson. Like if they get it.” Teacher 3 echoed that sentiment, stating,
“Mainly the success of my students.” Teacher 6 had a similar view, verbalizing, “When I
feel like what I’m doing is working and they progress, that’s why I teach.” Likewise,
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Teacher 5 expressed a similar idea. “Job satisfaction to me is whether the kids learn
something. And if they come back and see me after they graduate and tell me what I
taught them was beneficial.” In fact, all eight teacher participants named student success,
progress, and learning as the primary motivating factor that influenced their job
satisfaction.
Strong relationships with students was another response given by all teacher
participants. Teacher 2 felt that bonds with the students developed “when students…ask
me for help. When I’m doing one-on-one, which I don’t get to do very often, and they
take what I’ve given them, and they are able to make forward progress and then it’s
student relationships.” Similarly, Teacher 4 stated:
When I’m talking to them about the importance of their education, when I’m
talking to them about the things that will affect them in the future, they get it and
that it excites me because know I know I’m really making a difference because
students are asking—even if they struggle because they’re in Special Ed—they
get the importance so there’s more effort there, there’s more connection between
me and the student.
Teacher 7 also found relationships with students to be important as a motivator. The
teacher discussed “finding that connection” and said, “I enjoy the one-on-one
interaction.” The teacher went on to say “For me, for satisfaction, it’s getting these kids
to build a rapport with me. You know some of them don’t even have families. Some of
them have been homeless, you know?” Relationships with students were highly regarded
by many teachers.
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Other responses in this theme centered on student relationships involved inspiring
students and making a difference in their lives. Teacher 1 stated this clearly in the
interview, saying, “I like to develop a relationship with them [students] to show that you
can be more than society expects you to achieve. I really want to make a difference with
these kids.” Teacher 3 had a similar sentiment indicating the more students able to be
helped, the better. Teacher 4 indicated they spent time observing another teacher to learn
how to build better relationships with students because “my kids deserve it [and I have]
an obligation to teach them.” Teacher 5 saw the ability to make a difference in students’
lives as a long-term obligation sharing, “My job is to prepare them for college or the
professional world afterward. They need to be able to do certain things and they need to
think at a certain level.” Teachers valued the opportunity to positively influence students’
lives and viewed this as a motivating factor, which promoted job satisfaction.
Teacher participant responses for self-centered theme. The second category of
responses developed from the data related to factors that affected the teacher directly,
which I labeled as self-centered. These responses included having academic freedom,
being given the opportunity to be creative, experiencing opportunities for collaboration,
being challenged, having new experiences, and having flexibility. This theme emerged
through the following statements.
Teacher 6 spoke of the desire be “free to teach as long as we adhere to the
standards” and feeling valued by “being given the opportunity to teach higher-level
courses [because] there is no curriculum and I get to be creative and be challenged.”
Teacher 6 elaborated further, explaining there was a need to learn new things and work
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harder because the students were difficult to reach. Teacher 8 shared one source of
motivation was the variety inherent in teaching regarding student personalities and needs,
stating, “You know, everybody’s personality is different, so you never get the same group
of kids 2 years in a row. You never get the same dynamic 2 years in a row. It doesn’t get
tedious because it’s always something new. It’s always unique.” Teacher 2
communicated a similar idea stating, “it’s the daily interest, the daily challenge, of trying
to solve the puzzles that are our kids and how to make the content more accessible to
them.” Personal growth was named as a major motivator to develop as a professional.
Teacher 2 also reported going to trainings and continuing to learn because the students
have changed over time and in order to reach them, new methodologies must be
employed. Teacher 5 asserted that the “boredom factor” is one reason to be motivated to
grow as a professional, asserting,
If I’m bored, the kids are. So, I actually try and pump it up or try new things to go
with what I have every year. I like going to little trainings where they teach you
new strategies. And, strangely, there’s a whole bunch out there that I never
thought of before.
This teacher found the personal growth and the students’ needs to be motivating.
Being effective surfaced in participants’ conversations and was named as a
motivating factor by three different teachers. Teacher 3 indicated being highly motivated
by “feeling like I’m being effective in the classroom and what I’m doing and being
helpful.” Teacher 8 voiced feeling effective was important as well, saying, “I don’t think
there’s ever been a year that I felt that I hadn’t helped at least a majority of the students.
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Even if it’s 51% of them on my worst year. That’s kind of what keeps me going.” During
the conversation, while reflecting on a personal difficult experience, Teacher 2 stated that
motivation has to do with the personality you bring into the classroom. When this teacher
decided that self-reflection and personal growth were the only things to change the
circumstance, the dissatisfaction with work dissipated. This concept of being effective as
a teacher is related to Herzberg’s (1968) motivating factors as “the work itself” (p. 57).
Administrator participant responses to motivating factors. High school
administrators were asked what factors they perceived to influence job satisfaction for
veteran teachers. The administrator participants had different views regarding what
motivates veteran teachers (see Table 4). Although all teacher participants identified
student learning and progress as a primary motivating factor, only 50% of administrators
viewed it as such. However, 75% of the administrators in this study listed student-teacher
relationships as a motivating factor.
Administrator participant responses for student-centered theme. Positive
student-teacher relationships were ranked highly by the administrator participants.
Administrator 2 shared that veteran teachers might be motivated to stay in the profession
because of the “connection with students” but then added, “We have some veterans that I
honestly can’t figure out why they’re still teaching.” Administrator 4 had a more positive
view of veteran teachers, stating, “Teachers become teachers because they love kids,
mostly. I’m sure every, or most teachers would say it’s the kids. I think most teachers
really enjoy getting to know their kids and inspiring them.” Although teachers named
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student progress and student-teacher relationships as the highest motivating factors,
administrators did not view these as pertinent influences.
Table 4
Teacher and Administrator Responses for Motivating Factors
Motivating factor responses
Student learning and progress
Student-teacher relationships
Inspiring/making a difference
Student engagement
Feeling effective
Variety and challenge
Personal growth
Academic freedom
Professional collaboration
Monetary compensation
Own demeanor
Resources and materials
Feeling respected or valued
Administrative recognition
Administrative feedback
Administrative support-goals
Administrative visibility
Serving as a leader
Class Size
Optimal Classes/Schedule

# of teacher responses

# of admin responses

8
7
5
4
3
3
3
2
1
1
1
1
0
0
0
0
0
0
0
0

2
3
2
0
3
2
2
3
3
1
0
1
2
1
1
1
1
1
1
1

Administrator participant responses for self-centered theme. Three
administrators named the importance of teachers needing to feel effective as a motivating
factor for veteran teachers. Administrator 2 stated, “I think if they’re effective with what
they know how to do, then they feel more job satisfaction” and then added, “I think if
they feel ineffective then they start to get grouchy.” The teacher participants viewed
feeling effective as a primary motivating factor for their job satisfaction.
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Although only one teacher named professional collaboration with other teachers
as a primary motivating factor, it was named by 75% of administrators. Administrator 1
stated that veteran teachers are more likely to be motivated to engage in their profession
more deeply when they “have that collaboration time to talk with other teachers. When
they share what they do.” This administrator also viewed the collaboration time as an
important time for veteran teachers “to utilize them in leadership in a school and be able
to collaborate and get their opinions. They like that.” Administrator 2 viewed
collaboration as important as well, adding “I think that having meaningful collaboration
with colleagues is something veterans value if it’s meaningful–and dread if it’s just
something they have to do.” Administrator 4 added to this idea by sharing how PLCs are
used in that school. Teachers set goals and often get competitive about meeting academic
and instructional goals. This administrator viewed the collaborative time and goal-setting
as highly motivating to teachers.
Fifty percent of the administrators in this study mentioned veteran teachers need
or want to feel respected and valued. No teachers mentioned this factor directly in the
first set of questions; however, most teachers referred to the importance of being a valued
educator during the questions regarding administrator job duties, which will be discussed
later. Administrator 3 indicated that the feeling of value affects a veteran teacher’s job
satisfaction because “most of the factors go down to how they perceive their value, so if
they aren’t feeling valued then they tend to not really push the envelope in the
classroom.” Administrator 4 also saw being valued as an important factor, stating it is
important for veteran teachers to:
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Feel like someone sees what you’re doing and sees value in it. Being appreciated.
Have an admin tell you they liked your lesson, or they appreciated your spin on
something. I know that meant a lot to me. But they also really appreciate when the
kids tell them.
Administrator’s and teachers’ perceptions about motivating factors differed greatly.
Dissatisfaction Factors
Herzberg’s (1968) theory proposes there are hygiene factors associated with
employee job satisfaction. These factors do not create satisfaction, but they do prevent
the onset of dissatisfaction. The second set of interview questions centered on factors that
contributed to dissatisfaction with the job. By understanding what factors teachers and
administrators viewed as causing dissatisfaction, I could then draw conclusions about
what hygiene factors might help prevent dissatisfaction and therefore improve overall job
satisfaction.
Teacher participant responses to dissatisfaction factors. Overwhelmingly,
teacher responses about factors that lead to dissatisfaction focused on administrative roles
and support, including support with discipline, micromanagement, poor communication,
a lack of materials and/or facilities, and preferential treatment of students (see Table 4).
However, those factors were deemed dissatisfying mostly because they interfered with
the primary motivating factor of student learning and progress. These are encompassed
under the theme of support-centered factors.
Teacher participant support-centered theme. The most prevalent response from
teachers about factors that lead to dissatisfaction was a lack of administrative support

70
with student discipline. All eight teacher participants named this factor as a primary
source of discontent. Teacher 4 felt strongly about this topic and shared at length about a
situation that occurred with a student. The teacher had arranged for a student to be out of
the classroom during a professional absence and had communicated this request with
administration in advance because this student had a history of disruptive behavior during
previous teacher absences. The first day of the professional absence the student was in
the office to complete academic assignments; however, the second day the student was
returned to the classroom and attempted to steal some important classroom materials. The
teacher stated that when the office was contacted, the administrator responded there was
insufficient time to deal with the issue. The teacher shared the frustration with this ongoing dynamic stating, “I know the state is all concerned about how many kids get
suspended. But on the other hand, behavior is not going to get better if you don’t do
anything about it. The behaviors just become habit.” The teacher participants had very
strong feelings about the importance of this factor.
Teacher 5 offered a similar view of this dissatisfaction factor and lack of
administrative support, stating, “There’s sometimes you think the discipline issues at the
administrative level should be dealt with differently. [There is] favoritism in regard to
certain teachers and kids.” Teacher 6 specifically named a lack of discipline on campus
as a primary motivating factor to leave the profession. Teacher 7 verbalized similar
concerns, declaring that a lack of administrative support is a primary factor in discontent.
This teacher elaborated on this factor sharing,

71
Things like sending a kid to the office and nothing being done about it and having
him sent back to your class. Administration is your backbone. If you don’t have
that backing, it’s very frustrating because the kid thinks they’re one up on you and
if they know they’re not going to be held accountable, it’s really hard to maintain
that structure in your class.
The second most prevalent response for this series of questions about factors that
might motivate a teacher to leave the profession centered around micromanagement and
the connection to a lack of respect for teachers by administrators. Teacher 3 felt “a level
of trust should be there. A level of mutual respect should be there. Those things can be a
hindrance to progress and things like that.” The teacher felt that telling teachers what to
do on a daily basis and micromanaging them demonstrated distrust and disrespect.
Teacher 8 echoed this sentiment and felt that some administrators do not allow teachers
to be professionals because they try to control details. Teachers valued having the ability
to work with autonomy and being trusted to act professionally.
Two teachers named preferential treatment of teachers as a source of
dissatisfaction or discontent. This sentiment was particularly strong for Teacher 4. This
teacher verbalized significant frustration with what was termed “STP” or “Same Ten
People.” The participant explained that the teachers who coached or did extra things
above and beyond teaching were always the ones who were recognized, such as those
who ran special programs. This teacher believed, however, teaching should take a priority
over extra-duty responsibilities.
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Poor communication was listed as a factor leading to dissatisfaction or discontent
by two teachers, although it was noted again much more loudly in later questions about
administrators’ role on the campus. One teacher expressed concern that pertained to
reassignment of classes. This participant shared, “I’m irritated with my principal because
he took away my classes. [The principal] had no reason to do it. I felt it was unfair and
I’m effective and I know I’m effective.” The teacher explained the principal never
communicated why the courses were reassigned but simply gave the classes to another
teacher without explanation. Another teacher expressed similar feelings about
communication regarding the use of the specialized learning space. This teacher shared
examples of times when other activities were scheduled for a particular space but
administration failed to communicate the schedule change. Consequently, this teacher
was forced to make last-minute changes to the entire day’s instructional activities. For
these teachers, clear communication indicated respect for the work they do and for their
professionalism.
Another dissatisfaction factor perceived by two teachers was a lack of respect for
time during collaborative planning. For Teacher 2, this issue centered on the use of the
PLC model. This participant stated, “What irritates me greatly is that we have PLCs that
we only pay lip-service to and there is no oversight, so people do what they want and it’s
a waste of my time.” This teacher shared feelings that there were times educators were
required to participate in activities with little educational value that failed to increase
student academic learning.
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One teacher participant in this study was a special education teacher who
provided a unique perspective because of the additional professional demands required
by the Individualized Education Plan (IEP) paperwork. This teacher conveyed deep
discontent with the lack of knowledge and understanding that administrators at both the
site and district level regarding those professional responsibilities. The participant stated,
“Most of the bosses have never taught special ed [education], so our principal tells us, ‘I
know you have to write those long IEPs, but so-and-so has to grade those long English
papers. I tell him, ‘Yeah, but so-and-so doesn’t have to write behavior plans and I have to
modify my curriculum to 20 different kids five times a day’.” The teacher continued to
explain that the standard teacher contract still requires teaching five periods of instruction
per day, but IEPs are now “. . . 300% bigger than they used to be . . . I’m still expected to
do the same great job teaching, but I have to write five times as long or 10 times as long
IEPs.” The dissatisfaction was so great with the administrative lack of knowledge and
understanding that this teacher “keeps trying to get out of special ed.” Administrative
support with discipline, using teacher time wisely, allowing autonomy, and understanding
the job demands were all factors cited by teachers that can lead to dissatisfaction. These
factors, all centered on support, also pointed to the larger issue of the importance of
administrative respect for veteran teachers.
Administrator participant responses to dissatisfaction factors. Administrator
participants responded to the questions about factors that lead to discontent and
dissatisfaction quite differently than the teacher participants (see Table 5). Although
100% of the teachers identified a lack of administrative support with discipline as a
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primary factor influencing dissatisfaction, only 50% of administrators recognized this
issue. Fifty percent of teachers mentioned micromanagement as a factor of
dissatisfaction, but no administrators perceived excessive administrative control as an
issue. Overall, administrators stated few factors that lead to dissatisfaction for veteran
teachers; some of the responses included negative connotations.
Table 5
Teacher and Administrator Responses for Dissatisfaction Factors
Dissatisfaction factor
Admin support w/discipline
Micromanagement
Poor student behavior
Poor student-teacher relationships
Poor admin communication
Wasting teacher time
Poor/lack of facilities & materials
Preferential treatment of teachers
Negative messaging from admin
Not understanding job demands
Lack of student skills
Poor admin visibility
No admin appreciation
Monetary compensation
School/district/state policies
Outside factors
Lack of professional respect
Directives
Optimal classes/schedule

# of teacher responses

# of admin responses

8
4
3
0
2
2
2
2
1
1
1
1
1
1
1
1
0
0
0

2
0
1
1
2
0
0
0
1
0
0
0
0
1
2
0
1
1
1

Administrator participant support-centered theme. Administrator 1 felt strongly
that veteran teachers need to feel respected as professionals and made multiple statements
about respect from a variety of perspectives. This administrator provided an example of a
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parent requesting a meeting with the principal to complain about a teacher; however, if
the principal did not talk with the teacher first, the teacher might feel like the principal
was taking the parent’s side without having all the facts. This administrator perceived that
a veteran teacher would feel disrespected by this lack of communication and might
question if they were respected as a professional educator. This doubt in administrative
confidence could lead to dissatisfaction with their job as a competent instructor. The
administrator also stated veteran teachers might become discontented when “their ideas
are not listened to, when they aren’t encouraged to speak up or be involved” or when
there is no “open communication” because they feel disrespected. The perception of this
administrator was that teachers are “professionals and maybe you need to understand
what happened from their perspective. I think that’s the worst thing you can do to a
veteran teacher is not treat them as a professional.” The administrator expressed a strong
commitment to demonstrating a respect for the teaching staff.
Administrator 4 acknowledged the need for administrative support with discipline
because negative student behaviors are very dissatisfying for teachers. This participant
stated, “. . . students who are actively sabotaging the classroom really make teachers mad
and frustrate them. Then they don’t feel like admin is supporting them with that.” The
participant continued to share how teachers are supported, stating, “I do my best to make
sure every kid who comes to my office has some kind of consequence, so they know they
don’t want to come up here.” It was also noted that there might be a disconnection
between teacher expectations and administrative reality, sharing,
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Sometimes teachers want me to do more than I legally can, but maybe that’s my
fault for communicating what I can and can’t do . . . but I worked for an assistant
principal that would just send kids back to class and it made me really mad. I
would never do that to a teacher.
The administrator later mentioned discipline problems as a possible motivator for
teachers to leave the profession and recognized the importance of supporting veteran
teachers with discipline partially due to previous negative experiences.
The other category that 50% of the administrators mentioned was that of school,
district, or state policies. Administrator 2 considered the demands of the Common Core
Standards as a possible source of dissatisfaction; however, Administrator 4 identified the
policies requiring rapid change as the actual demotivator, stating, “Sometimes there are
so many changes in 1 year that it can be overwhelming. One year …there were so many
BIG changes at once that it sent some folks into a tail spin.”
Another administrator viewed courses taught as a primary demotivator, stating,
“Every once in a while, we take away what they perceive as their ‘entitled’ coursework
because maybe they aren’t getting kids to perform at the level they should be performing
at.” This administrator further explained, “To put it plainly, teachers tend to be
dissatisfied when they don’t get what they want and even though we’re doing it for the
betterment of the students, they kind of lose sight of that.” One teacher had noted the loss
of her favorite class as a demotivator, however, specifically identified it was the lack of
communication about why the class was taken that caused discontent, not the loss of the
class per se.
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Administrative Responsibilities
The third set of interview questions focused on what administrators and teachers
viewed as the role of administrators in motivating veteran teachers. This was another way
to view the previous interview questions concerning veteran teacher motivating and
demotivating factors. When teacher participants answered this set of questions, their
answers were focused on the extrinsic motivators such as appreciation and
acknowledgement, administrator visibility, teacher-administrator relationships, and
respect (see Table 6). Administrators answers reflected these motivators as well,
however, comments were distributed more equally among factors.
Table 6
Teacher and Administrator Responses for Administrative Role in Motivation
Administrative Role
Administrative support w/discipline
Appreciation/value
Visibility on campus
Administrator-teacher relationships
Showing respect for teachers
Open and honest communication
Providing professional development
Being accessible
Having credible experience
Establishing school vision/plan
Instructional leadership
Persuading teachers
Providing constructive feedback
Providing time for collaboration
Providing mentorships
Providing resources and materials
Providing support for prof. growth
Reducing class size
Setting expectations/accountability

# of teacher responses

# of admin responses

6
5
5
4
4
4
3
2
2
1
0
1
1
1
1
1
1
1
0

0
3
3
2
2
3
2
0
0
1
1
0
0
0
0
2
0
0
2
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Teacher and administrator participant responses to administrative
responsibilities. Instructional classroom behavior support was a significant
administrative factor for teachers. Seventy-five percent of the teacher participants of this
study stated the administrator role as disciplinarian was a key motivator. Of note, all eight
veteran educators listed discipline support as a demotivating factor. Teacher 7 stated that
part of an administrator’s job is “pulling your own on the discipline side” but
acknowledged that sometimes “you get kids sent up to the office for little or no reason
[and] that’s were people get frustrated.”
Classroom instructors also had strong perceptions of administrator participation in
the daily classroom structure. One teacher felt that providing vision and instructional
leadership was part of an administrator’s role in veteran teacher motivation, but this
teacher felt strongly about this topic and spent a good deal of time explaining those
thoughts. Creating a vision and a clear plan is “a way of establishing trust. If the faculty
sees that’s we’re going, then they’re gonna get on board…You just have to facilitate
that.” The teacher continued to explain “If you’re in a position where you’re delegating
responsibility to people [teachers], but you’re spending most of your time seeing if
they’re doing their job, you’re looking behind you instead of ahead.” Additionally,
Teacher 6 indicated not only should administrators be in the classrooms, but they should
also be teaching in the classrooms. Teacher 8 echoed this sentiment, sharing a teacher
would be motivated by administrators who still “think and act like teachers. They
understand the teacher experience.” The participant felt administrators fell out of practice
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of being in the classroom full-time and are fearful of teaching again. Instructional
leadership was a key motivator.
Administrators in this study also noted their role to provide instructional
leadership for teachers. Administrator 4 viewed part of the job as “establishing a clear
vision for the school and communicating it well.” This administrator went on to say,
“People innately want to follow. They want to be part of something bigger than
themselves.” Providing instructional and institutional leadership were aspects noted by
both administrators and teachers.
Another factor that received higher responses from both teachers and
administrators was acknowledgment and demonstration of administrative appreciation
and teacher value. One teacher noted that on that campus, there is a regular process for
recognizing and demonstrating appreciation for people. Administrator 1 viewed an
administrator’s role as being a positive influence and motivator to teachers. Teacher 2
viewed positivity as an important role for the administration and communicated that
principals should be aware of teacher competencies because each person is motivated by
different things. This teacher felt more motivated by acts of service but knows others
prefer compliments or notes. In this teachers’ opinion, administrators need to show
appreciation in a way that is meaningful to the individual. Administrator 3 also saw the
value of showing appreciation, although communicated it with a more negative
connotation stating, “I spend a lot of time catering to their [teachers’] needs and making
sure they feel valued.” Teacher 7 shared the perception that an administrator’s job, in part
is “building a team.” When asked how they create collaboration, the teacher answered,
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“being positive and finding a way . . . [to] give them a pep in their step. Whether that’s a
gift card to Starbucks or saying you’re doing a good job on the intercom—recognition.”
Teacher 4 voiced similar ideas with this statement, “The most important thing an
administrator could do for veteran teachers is taking the time to thank them for their
service and their hard work and I don’t think it’s just veteran teachers – I think it’s all
teachers.” Both teachers and administrators viewed teacher recognition as an important
aspect of an administrator’s job in motivating veteran teachers.
Three-fourths of the respondents in both categories named visibility as a key
administrative role in veteran teacher motivation. Teacher 5 indicated that the teachers all
respected the previous principal even though they didn’t agree with everything that
principal did in part because “[the principal] was always out on campus and in the
classrooms.” The teacher shared “. . . if there’s a presence of an administrator then it
makes the kids behave better. [The principal] was always out [of the office]. Everyone
knew who [the principal] was.” This same idea was noted as a demotivator by Teacher 2
who stated frustration with the lack of administrator presence because “a lot of kids don’t
even know their names or what they do.” Visibility of principals provides accountability
for both teachers and students and helps curtail student discipline issues.
Motivating and Hygiene Factors
According to Herzberg (1968), certain factors act as motivating factors and other
influences act as hygiene factors. Motivating factors are those that lead to job
satisfaction, such as achievement, recognition, growth, or the nature of the work itself.
Hygiene factors are also referred to as avoidance factors; the presence of these factors
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simply avoids dissatisfactions but may not lead to actual improved employee motivation
(Herzberg, 1968). Because the research questions for this study are framed around
motivating and hygiene factors, these aspects were analyzed from the collected data to
answer the research questions.
Table 7
Motivating and Hygiene Factors for Veteran Teachers
Motivating factors

Hygiene factors

The work itself
Student learning and progress
Student-teacher relationships
Student engagement
Making a difference
Feeling effective
Variety/challenge

Company policies
Class size
Classes/schedule
School/district/state policies
Professional collaboration

Recognition
Administrative recognition/respect
Responsibility
Academic/professional freedom
Flexibility
Leadership opportunities
Growth
Personal growth

Salaries
Monetary compensation
Working conditions
Administrative support/discipline
Supervision
Using teacher time effectively
Equal treatment of teachers
Administrative visibility
Administrative accessibility
Understanding job demands
Teacher-administrator relationships
Open and honest communication

The motivating and demotivating factors listed by teachers clearly fell into the
categories previously identified by Herzberg (see Table 7). The primary motivating
factors from the perspective of veteran teachers were related to the work itself, including
student learning and progress, student-teacher relationships, and making a difference in
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students’ lives. Recognition of value and work performed were also ranked highly by
teachers as were professional responsibility and the ability to grow as a professional. The
factors noted by teachers that led to dissatisfaction, but not necessarily noted as a primary
motivating factor, included polices about class size; time for collaboration; the number of
classes taught; monetary compensation; issues related to working conditions such as
availability of resources and materials; and supervisory issues such as administrative
visibility, using teacher time well, and open communication.
Professional Practice
Through the research questions for this study, I sought to investigate how teachers
and administrators perceived the influence of motivating and hygiene factors on
professional practice. Professional practice was defined using the Framework for
Teaching (Danielson, 2007) and involves various practices that occur in the classroom
such as classroom environment, planning and preparation, instruction, and professional
responsibilities. Teachers in this study appeared to be compelled to stay engaged in the
profession for the motivational factors, particularly those involving student relationships
and student learning. The hygiene factors (see Table 6) appear to allow teachers to
achieve the motivational factors. In other words, having the hygiene factors in place
provides a foundation and a framework for teachers to perform the motivating work
effectively and efficiently, which in turn leads to higher motivation. The administrative
supports allow teachers to focus on what matters to them most—student learning,
progress, and making a difference. Without the administrative supports, these become
much more labored and difficult.
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Teacher and administrator participants identified several significant areas of
professional practice affected by both motivating and hygiene factors that included
professional engagement, learning new strategies, creativity, and enthusiasm.
Administrator 1 cited several positive influences of motivating factors related to
professional practice, including professional engagement, noting teachers who are
motivated engage in more self-reflection and collaboration. Conversely, when teachers
are not motivated, the administrator said, “They just start to do whatever they have to.
‘Oh, you want me to teach this’ then I’ll teach that, but they don’t come up with creative
ideas and they do more direct teaching and that’s it.” Administrator 2 had a similar view,
stating, “If they’re feeling good about what they’re doing, if they’re motivated, then they
tend to be better at motivating students, at energizing the kids, and getting them engaged
in learning.” Motivated teachers are more engaged professionally and this influences
student engagement and learning.
Teachers are more likely to learn new strategies and employ them when the
motivating and hygiene factors are in place. For example, Teacher 2 described going to a
professional development session about specialized instruction for English learners late
into this teacher’s career. The participant shared that the desire to see the students
succeed prompted attendance at this training and “for the first time in my career, I truly
understand how to scaffold material for English learners.” Teacher 3 expressed a similar
view sharing the desire to see children succeed academically that motivated a desire to
learn new strategies. Teacher 6 learned a new instructional strategy specifically to help
students succeed. Teacher 7 had a similar experience, commenting, “I think a good coach
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and a good teacher never stops learning. So, whatever you can learn from teachers, or
workshops, or whatever you can learn from to take back from them and try and motivate
them [students].” Teacher 8 also discussed wanting to meet students’ academic needs as a
driving force behind professional practice, stating, “I take what seems to work and I
change things as they are needed. I also try to learn something about each of my students
to bring in prior knowledge and have the relationship piece in there.” The teacher further
offered that the desire to see students engaged and progressing were motivational factors
to differentiate for each student because children have individual learning levels.
Conversely, the lack of motivating and hygiene factors has a negative influence
on professional practice. One area affected is creativity and enthusiasm for the job.
Administrator 1 observed, “They do direct teaching and that’s all. And the kids get bored.
The kids stop learning. They start talking. There starts to be more disciplinary problems.”
Teacher 3 provided an example of how motivating factors help foster enthusiasm and
creativity. This teacher stated, “I try to design my class to give as much opportunities to
the kids to succeed.” Teacher 7 felt that spontaneous creativity can be necessary to help
students understand lesson concepts, stating, “Sometimes you have to adjust midstream.
If something’s not working you might have to change it up and decide then ‘oh, we’re not
going to do that-we’re going to do this’. You have to be flexible.” Conversely, according
to Administrator 3, “if you’re dissatisfied with that sense of what is being valued, you’re
going to have a higher tendency to not change your lesson planning from the ones you’ve
had in the past.” This administrator added that teachers who are not motivated “are not
looking to update their classroom management styles” and begin to resist change by
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asserting their work experience has provided the knowledge they need and because they
are tenured, they do not have to change. Both administrators and teachers see the
influence of motivating and hygiene factors on creativity and enthusiasm in lesson
planning and delivery.
Administrators and teachers had similar viewpoints about the influence of
motivating and hygiene factors and their effect on professional practice. However,
teachers perceived the influence from a positive viewpoint. In other words, motivating
and hygiene factors allowed them to engage actively to do the things that matter the most
to them, which include making a difference in students’ lives, building positive studentteacher relationships, and helping students progress academically. The administrators,
conversely, viewed the motivating and hygiene factors as a way to keep teachers from
becoming stagnant, disengaged, and resistant. Although the outcome is the same, the
difference in perspective is notable. Teachers and administrators had opposing views of
each other. Some of the administrators had a rather negative view of teachers, indicating
that their motivators were all self-serving. Some teacher participants viewed
administrators as disconnected and as having negative views of teachers. There was an
incongruence in the two groups’ understandings of motivating factors for veteran
teachers.
Danielson (2007) divided professional practice into four domains, including
classroom environment, planning and preparation, instruction, and professional
responsibilities. Both administrators and teachers indicated motivating and hygiene
factors have the most influence on the domains of instruction and preparation and
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planning. Nearly all of the responses were centered on these two domains. Only a few
administrator responses referred to professional responsibilities and classroom
environment.
Evidence of Trustworthiness
Trustworthiness is fundamental in any qualitative study in order for the research
to be accepted as valid and valuable in the field. Trustworthiness was established in this
study by examining the four necessary criteria, including credibility, transferability,
dependability, and confirmability. By creating an orderly set of research procedures, I
minimized careless work. In addition, I developed trustworthiness by avoiding any
obvious bias and deliberate distortion of findings (Yin, 2016).
To establish credibility, I used representative quotes from the participants in my
descriptions (Erlingsson & Brysiewicz, 2013). The data were triangulated by
interviewing two participant groups, administrators and veteran teachers, who have
inherently different perspectives. Member checking was also used to increase credibility
(Birt et al., 2016). by verifying the accuracy of the data recorded. Member checks can be
performed during the data collection or at the end of the study. I chose to do both. The
transcriptions were sent to the participants immediately in order to ensure their ideas
were accurately captured before I began to analyze the data. Participants were given 7
days to respond. However, no participants responded with corrections or feedback. Once
the data were analyzed, the findings were also sent to the participants for their review. No
participants responded with changes or input.
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Transferability was established through several means. In a basic qualitative
study, the reader is the one that determines the transferability of the data and conclusions
(Erlingsson & Brysiewicz, 2013). By providing thick, rich narratives that accurately
capture the participants’ perceptions, this allows the reader to draw the most accurate
conclusions possible and thus determine transferability. The rich narratives with
representative quotations also helped prevent using small pieces of data out of context
and to examine the larger complexity of the collected data (Tracy, 2010). In addition, the
participants were selected with the greatest amount of variation possible within the given
setting, increasing the possibilities for transferability.
To ensure a high level of dependability, I followed all of the research protocols
established by the Walden IRB. I recorded my notes during and immediately following
each interview. In addition, the interviews were audio-recorded, transcribed verbatim,
and then rechecked for accuracy. The dependability of the data can also be defined as the
consistency of the findings (Baxter & Jack, 2008). If different researchers were to
conduct the same study using the same participants and methods, make comparable
interpretations, and obtain analogous findings and conclusions from the data, a study
would be considered dependable (Shenton, 2004). As recommended by Shenton (2004), I
created an audit trail by thoroughly describing the process used in the study to act as a
guide that another researcher might use to obtain similar results. Finally, I used two
different coding methods, open coding and axial coding, which increases the
dependability of the findings (Shenton, 2004).
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Confirmability is related to dependability and depends on the data being based on
the experiences of the participants, not the researcher (Shenton, 2004). As I conducted the
study, I examined my own experiences and possible bias as it related to the study. As a
veteran teacher, I am aware that I have very strong opinions on this research topic.
Because I previously worked in the general geographic area where this study took place,
my perceptions and beliefs could easily influence how I interpreted the data. In order to
avoid this, I engaged in a reflective bracketing process (Tufford & Newman, 2012) to
help document my bias as it arose. There were only a few times when I had this
experience, but it was important to stop and recognize it in order to prevent any bias from
seeping into the study (Wall et al., 2004). In addition, I used a reflective diary to help me
prepare for the interviews. This allowed me to examine my experiences and bias prior to
each interview. Finally, I engaged in a reflective process at the end of the data collection
in which I reviewed what I learned not only from the data collected but also from my
own bracketing process as well (Tufford & Newman, 2012).
Summary
This chapter provided a detailed explanation of the data collection process, data
analysis procedures, and results from the study focusing on administrator and teacher
perceptions of factors influencing veteran teachers’ professional practice. The data
collection began with individual phone interviews that were transcribed verbatim and
then coded using two rounds of coding including open and axial coding. The coded data
were then sorted into larger categories and then connected to the conceptual framework
ideas of motivating and hygiene factors (Herzberg, 1968).
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The research questions were examined by first analyzing the data concerning
motivating and demotivating factors from both the teacher and administrator perceptions.
The first two sets of interview questions focused on what teachers and administrators
viewed as motivating and demotivating factors and how those influenced professional
practice. The last set of interview questions focused on what role teachers and
administrators believe administrators have in motivating veteran teachers. That data were
then categorized using Herzberg’s theory of motivating and hygiene factors. Once sorted,
I examined the influence on professional practice. From the collected data, it is
noteworthy that both motivating and hygiene factors are necessary to positively influence
the professional practice of veteran teachers. In Chapter 5, I focus on the interpretation of
the findings of the research study, study limitations, recommendations, implications, and
the research study conclusion.
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Chapter 5: Discussion, Conclusions, and Recommendations
This section begins with an overview of the study followed by the interpretation
of the findings. I will address each research question and relate the findings to the
conceptual framework. I will make recommendations for further research and discuss the
implications of the study, including the potential significance of this study for positive
social change. Administrators perceived three prevalent motivating factors for teachers:
academic freedom, student-teacher relationships, and feeling effective, whereas
administrators’ hygiene factors included administrative support with discipline and open,
clear communication. Teachers cited students’ progress and student-teacher relationships
as their primary motivating factors and administrative support as their most important
hygiene factor. The hygiene factors provided a foundation and framework for teachers to
perform the motivating work of teaching students and developing relationships.
Overview
The purpose of the study was to gain an understanding of perceptions about
motivating and hygiene factors and their influence on veteran teachers’ professional
practice in a southern California suburban school district. In this research study, I
employed a basic qualitative approach. Eight veteran high school teachers and four high
school administrators were selected to participate in the study. I used semistructured
interviews to explore their perceptions of motivating and hygiene factors and the
influence of these factors on the professional practice of veteran teachers. The conceptual
framework was based on Herzberg’s two-factor theory and Danielson’s framework for
teaching was used to define professional practice and frame the interview questions.
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The research questions examined how administrators and teachers perceived the
influence of motivating and hygiene factors on veteran teachers’ professional practice.
Four research questions were addressed:
RQ1: How do high school administrators in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ2: How do veteran high school teachers in a suburban Southern California school
district perceive the influence of motivating factors on veteran teachers’ professional
practice?
RQ3: How do high school administrators in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
RQ4: How do high school veteran teachers in a suburban Southern California school
district perceive the influence of hygiene factors on veteran teachers’ professional
practice?
Participants were asked a series of questions concerning factors that promote both
motivation and dissatisfaction for veteran teachers, how those factors influenced
teachers’ professional practice, and the role of administrators in veteran teacher
motivation. Teachers and administrators had different perspectives in response to the
interview questions about motivating and hygiene factors but shared similar views
concerning those factors influencing professional practice. In other words, administrators
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and teachers did not view teacher motivation similarly, but viewed the effects of those
motivators through a common lens.
Interpretation of Research Findings
The conceptual framework for this study was Herzberg’s two-factor theory .
Herzberg’s theory provided a framework to examine motivational factors that might
influence veteran teachers. Herzberg theorized two types of factors—motivating and
hygiene. Motivating factors are those that lead to job satisfaction while those that prevent
dissatisfaction are called hygiene factors. The interpretation of the study findings was
based on their relationship to the conceptual framework and previous research in this area
as discussed in the literature review, including Danielson’s framework for teaching as it
was used to define and frame the discussion of professional practice.
RQ1 and 3
RQ1 and 3 focused on administrators’ perceptions of the influence of motivating
and hygiene factors on veteran teachers’ professional practice. These two questions are
addressed together because they are interrelated and interdependent. The themes that
emerged for motivating factors, as perceived by administrators, included academic
freedom, student-teacher relationships, and feeling effective. Academic freedom, as such,
is not a theme that emerged in the published literature on teacher motivation, but the
ability to make autonomous choices about instruction and pedagogy was previously
noted. Researchers previously identified positive student-teacher relationships and feeling
effective as motivating factors (Arafin, 2014; Gu, 2014; Lauermann & Konig, 2016).
Themes that emerged for hygiene factors included administrative support with discipline,
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respect for teachers, and administrative communication. The need for well-designed and
consistently implemented discipline policies was noted by Kraft et al. (2015) and
effective, open communication was found to be a key teacher motivator by Berkovich
and Eyal (2017) and Kass (2013).
Two administrators indicated their perception that teachers were more likely to
spend more time planning and be devoted to student academic success when they were
motivated. Two administrators also indicated student-teacher relationships were more
positive when motivating factors are in place. Only one administrative participant named
better collaboration, student engagement, and increased school participation as effects of
motivating factors. Conversely, administrators viewed the absence of hygiene factors as a
contributor to more rigidity and less creativity in the classroom and impaired studentteacher relationships. In summary, administrators believed teachers were creative,
engaged, and open to new ideas when motivating and hygiene factors were present.
RQ2 and 4
RQ2 and 4 focused on veteran teachers’ perceptions of the influence of
motivating and hygiene factors on veteran teachers’ professional practice. The most
predominant themes that emerged for motivating factors were student-centered influences
that included student progress, student-teacher relationships, and student engagement.
These findings were consistent with previous researchers’ findings that the work itself
and student-teacher relationships were intrinsic motivators (Badri et al., 2013; Ghavifekr
& Pillai, 2016; Howes & Goodman-Delahunty, 2015; Skaalvik & Skaalvik, 2015). Two
themes focused on teachers’ perceptions of self-efficacy included feeling like they were
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making a difference in their students’ academic progress and their feeling of effectiveness
in the classroom. These themes also reflected previous research on teacher motivation
(Arafin, 2014; Gu, 2014; Lauermann & Konig, 2016). The most prevalent themes that
emerged in this study for veteran teachers for hygiene factors included the need for
administrative support with student behavior, school management, and the
acknowledgement of autonomy in daily professional activities. However, recognition of
veteran teachers’ individual strengths, being visible on campus, and professional
recognition were also named as influential factors. These responses also reflected earlier
researchers’ findings regarding administrative supports and their influence on teacher
motivation (Day & Sammons, 2013; Fuller, et al., 2016; Hughes et al., 2015; McCoy,
Wilson-Jones, & Jones, 2013).
Four teacher participants shared that they were more likely to find ways to
increase student academic success when motivating factors were present and five
teachers indicated they were more likely to learn and try new instructional strategies.
Two teachers said they were more likely to collaborate with other professionals and were
more flexible in their teaching when they received positive administrative motivation.
Conversely, when hygiene factors are not in place, the teacher participants indicated they
become more rigid in their planning and classroom management, less engaged
professionally, and had to work harder to meet student needs without the necessary
supports in place.
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Relationship to the Conceptual Framework
Herzberg (1968) theorized that certain factors, which were named motivating
factors, led to job satisfaction. The other factors, which he labeled hygiene factors, were
avoidance factors. The absence of hygiene factors may lead to dissatisfaction, but the
presence of hygiene factors does not necessarily lead to satisfaction.
Both the administrator and veteran teacher participants identified motivating
factors congruent with Herzberg’s theory. Herzberg defined intrinsic factors as
“achievement, recognition for achievement, the work itself, responsibility, and growth or
advancements” (Herzberg, 1968, p. 57). Herzberg also purported the most powerful
motivators were those that provide for an employees’ psychological growth, such as
vertical loading, personal achievement, recognition, and growth. Administrative
responses were reflective of Herzberg’s theory. Academic freedom is the educational
equivalent of vertical loading and positive student-teacher relationships and feeling
effective correspond to Herzberg’s ideas about personal achievement. According to these
veteran teacher responses, student progress and student-teacher relationships were the
primary motivating factors, indicators of personal achievement in the teaching profession.
Herzberg identified hygiene factors as extrinsic factors which might result in job
dissatisfaction when absent. Herzberg identified factors such as company policies,
relationships at work, working conditions, and supervision in this category.
Administrators noted support with discipline, respect for teachers, and effective
communication as primary hygiene factors. Veteran teacher participants also noted
administrative support with discipline as a primary hygiene factor as well allowing for
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professional discretion in regard to what happens in their classrooms. Professional
discretion, named as “not micromanaging” by teachers, could be interpreted as having
similar meaning to the academic freedom noted by administrators but communicated
differently based on the roles each set of participants play on a school campus. These
factors are consistent with Herzberg’s findings as well.
From the teacher responses, it became clear that hygiene factors create a
foundation and environment in which teachers can strive to do the things that intrinsically
motivate them, which is to develop strong student-teacher relationships and foster student
success. The administrator responses did not reflect the same ideas. For several of the
administrators, motivating factors were viewed as the factors that keep teachers happy.
However, the administrators in this study did not perceive the extent to which veteran
teachers were motivated by student academic success and relationships.
Limitations of the Study
There were several limitations to the study that might affect the transferability of
the findings. Ultimately, however, transferability is dependent on the reader’s
interpretation and perspective (Graneheim & Lundman, 2004). As noted in Chapter 1, the
participants for this study were from one school district in southern California comprised
of a low socio-economic, ethnically diverse student population. The findings may not be
applicable to teachers and administrators in different socio-economic, geographic, or
ethnic contexts.
Secondly, the number of participants is a limitation. This study was conducted
with eight teacher and four administrator participants. There are over 50,000 veteran
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teachers in California (Goldring, et al., 2013). The small sample size has the potential to
limit the transferability of the findings.
Finally, the nature of the sample itself may prove to be a limitation. This study
focused on the perceptions of high school veteran teachers and administrators at
comprehensive public high schools. The study findings may not be applicable to teachers
and administrators in other settings such as elementary and middle schools, alternative
schools, or private schools.
Recommendations for Future Study
Although there has been a significant amount of research about effective
leadership practices and teacher motivation, the majority of research has centered on the
recruitment and retention of novice teachers. There is a paucity of research about how to
motivate and retain veteran teachers. This study identified differences in the way
administrators and teachers viewed motivating and hygiene factors. However, the
findings of this study suggest the need for further research to address how individual
veteran teachers are motivated because this is highly individualized. In addition, further
research is needed about the influence of motivating factors on professional practice.
Additional research may be needed about administrator practices and how those practices
influence the daily classroom activities. Finally, there may be different motivating and
hygiene factors for veteran teachers at different levels of education, such as elementary
and middle school, or different settings such as private schools and alternative
placements. Additional research with these populations may add to the literature
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concerning motivating factors for veteran teachers and the influence those factors have on
professional practice.
Implications for Social Change
This study contributes to research on teacher motivation and effective
professional practice by presenting administrator and veteran teacher perceptions of the
factors that influence professional practice. While reading the published literature for
this study, I found research regarding motivating novice teachers and best practices for
increasing their pedagogy, effectiveness, and retention, but there was limited research
specifically on motivating factors for veteran teachers. Moreover, this study examines the
perceptions of both administrators and veteran teachers and the disparity between the
views of these educators. Previous research demonstrated the significant influence
effective leadership has on teacher motivation (Bellibas & Liu, 2017; Day et al., 2016;
Fackler & Malmberg, 2016; Sun & Leithwood, 2015). This study examined the influence
of positive supportive leadership on the daily professional practice of veteran teachers.
On a local level, this study may provide information to the participating district
about the hygiene factors veteran teachers need to have in place to effectively engage
their professional practice and specific factors to motivate them. This information may
provide some guidance in potential administrator preparation because there are
significant differences in administrators’ and teachers’ viewpoints on both motivation and
hygiene factors.
This study may spur social change by highlighting administrative practices that
have a direct influence on veteran teacher practices. Based on the findings of this study,
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administrators should communicate clearly with teachers about policy and decisionmaking processes, provide strong administrative support for disciplinary problems, be
present and visible on campus, and show appreciation for teachers’ work. These actions
may have a significant positive influence on classroom practices. Effective pedagogy and
instructional practices are the most important factors in student academic success. Thus,
an understanding of how best to provide the appropriate support through hygiene and
motivating factors may improve the professional practice of veteran teachers and thus
increase student achievement.
Conclusion
This study addressed the difference in perceptions of administrators and veteran
teachers regarding motivating and hygiene factors of veteran teachers. The research
questions for this study centered on what administrators and teachers viewed as the
influence of these factors on veteran teachers’ professional practice. The interview
questions for this study delved into the identification of factors that both motivate and
demotivate teachers, the role administrators have in motivating teachers, and how those
factors and actions influence professional practice.
The findings of the study indicated there is a difference in administrator
perceptions of motivating and hygiene factors. Veteran teachers overwhelmingly viewed
student success and student-teacher relationships as primary motivators in an
instructional role, whereas administrators named autonomy (stated as academic freedom),
positive student-teacher relationships, and feeling effective as important motivators for
veteran educators. Both groups named positive student-teacher relationships as a
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motivating factor, although it was rated higher by teacher participants. Whereas teachers
named student success, progress, and learning as their primary motivator, the
administrative participants labeled those perceptions as feeling effective. One of the most
discrepant findings of the study was the perception each group had of the other, which
may be relevant for future research. The teacher participants viewed the administrators as
judgmental and disconnected; two of the four administrators viewed the teachers as selfserving, even calling some teachers “selfish.” The results from the interviews did not
show a congruence in understanding between the two groups concerning veteran
teachers’ needs to stay motivated, appreciated, and valued professionally.
The hygiene factors primarily named by administrators were administrative
support with discipline, respect for teachers, and administrative communication. Teachers
named administrative support with discipline and professional discretion as important
hygiene factors. However, recognition of teachers’ individual strengths, being visible on
campus, and professional recognition were also named by teachers as part of an
administrator’s job in motivating veteran teachers.
The influence of these motivating and hygiene factors on professional practice
was not evident from the responses. Both participant groups named factors that motivated
or caused dissatisfaction for teachers, however, they found it difficult to connect those
motivators to the daily operations in a classroom. Although the influences of motivating
and hygiene factors on professional practice were not clearly identified by the
participants, it was evident that administrators and teachers viewed both sets of factors
differently. In fact, two of the administrators interviewed expressed negative perceptions
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of teacher motivation and viewed veteran teachers as self-serving and unwilling to
change. The primary role of educators is to provide an educational experience for
students that ensures their academic success through an affective learning environment
and effective pedagogical practices. Previous research identified multiple factors that
influence professional practice, including administrative support, teacher job satisfaction,
teacher self-efficacy, professional development, and collaboration (Arafin, 2014;
Darling-Hammond, et al., 2017; Kleickmann, et al., 2016; Lauermann & Konig, 2016).
The findings of this study indicated that in order to have an influence on professional
practice, administrators need to create and establish relationships with veteran teachers to
provide the motivating and hygiene factors necessary to allow teachers to perform their
duties as professional educators. To address this issue, school districts might consider
providing training for administrators about how to effectively support veteran teachers
and build relationships with them. Positive social change may result by creating
synergetic relationships between administrators and veteran teachers that could not only
expand the role of veteran teachers but also increase student academic achievement.
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Appendix A: Interview Protocol for Teachers
I. Greeting
II. Review of Consent Form
III. Participant Questions
IV. Opening Question (to establish rapport)
V. Review definition of professional practice based on Danielson’s Framework for
Teaching
VI. Interview Questions
1. In your day-to-day experience, what factors influence how satisfied you are with
your job as a veteran teacher?
(Possible prompt): These factors can be anything that has a direct or indirect
influence on you, such as schedules, class size, compensation, professional duties,
policies, curriculum or anything else that you experience as a teacher.
a. How do these factors affect your job satisfaction? Can you provide any
specific examples?
b. Of the factors you’ve mentioned, which ones motivate you to stay in the
profession?
i.

Follow up question: Can you explain why or how this would motivate you
to stay in the profession?

c. Of the factors you’ve mentioned, which ones motivate you to grow as an
educator, be open to try new things, or otherwise engage in your teaching
practice at a deeper level?
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i. Follow up question: Can you explain why or how?
2. How do these factors influence your professional practice as a teacher?
a. Possible follow-up questions
i. How does this/these factors influence preparation and planning?
ii. How does this/these factors influence classroom instruction?
iii. How does this/these factors influence the classroom environment?
iv. How does this/these factors influence completion of professional
responsibilities?
v. Are there are other ways these factors influence a veteran teacher using the
Framework for Teaching as a reference?
3. In your day-to-day experience as a teacher, what factors may create dissatisfaction
or discontent with your job as a veteran teacher?
(Possible prompt): These factors can be anything that has a direct or indirect
influence on you, such as schedules, class size, compensation, professional duties,
policies, curriculum or anything else that you experience as a teacher.
a. How do these factors affect your job satisfaction? Can you provide any
specific examples?
b. Of the factors you’ve mentioned, which ones might motivate you to leave the
profession?
ii. Possible follow-up questions
a. Can you explain why or how this would motivate you to leave to
profession?

127
4. How do these factors influence your professional practice as a teacher?
a. Possible follow-up questions
i. How does this/these factors influence preparation and planning?
ii. How does this/these factors influence classroom instruction?
iii. How does this/these factors influence the classroom environment?
iv. How does this/these factors influence completion of professional
responsibilities?
v. Are there are other ways these factors influence a veteran teacher using the
Framework for Teaching as a reference?
5. Describe the parts of an administrator’s job that directly relate to motivating
veteran teachers.
6. What influence do you believe administrators have on influencing veteran
teachers’ professional practice?
7. Is there anything else you would like to share with me about veteran teacher
motivation and/or professional practice?
VII.

Close of Interview
a. Thank you
b. Review of member checking procedures
c. Participant questions

VIII.

End of Interview
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Appendix B: Interview Protocol for Administrators
I. Greeting
II. Review of Consent Form
III. Participant Questions
IV. Opening Question (to establish rapport)
V. Review definition of professional practice based on Danielson’s Framework for
Teaching
VI. Interview Questions
1. In your day-to-day experience, what factors influence how satisfied veteran
teachers are with their jobs?
(Possible Prompt): These factors can be anything that has a direct or indirect
influence on a teacher, such as schedules, class size, compensation, professional
duties, policies, curriculum or anything else that they experience as a teacher.
a. How might these factors affect their job satisfaction? Can you provide any
specific examples?
b. Of the factors you’ve mentioned, which ones motivate them to stay in the
profession?
c. Of the factors you’ve mentioned, which ones motivate them to grow as an
educator, be open to try new things, or otherwise engage in their teaching practice
at a deeper level?
2. How might these factors influence their professional practice as a teacher?
a. Possible follow-up questions

129
i. How does this/these factors influence preparation and planning?
ii. How does this/these factors influence classroom instruction?
iii. How does this/these factors influence the classroom environment?
iv. How does this/these factors influence completion of professional
responsibilities?
v. Are there are other ways these factors influence a veteran teacher using the
Framework for Teaching as a reference?
3. In your day-to-day experience, what factors may create job dissatisfaction or
discontent for a veteran teacher?
(Possible prompt): These factors can be anything that has a direct or indirect
influence on a teacher, such as schedules, class size, compensation, professional
duties, policies, curriculum or anything else that they experience as a teacher.
a. How do these factors affect their job satisfaction? Can you provide any
specific examples?
b. Of the factors you’ve mentioned, which ones might motivate them to leave the
profession?
i. Possible follow-up questions
a. Can you explain why or how this would motivate them to leave to
profession?
4. How do these factors influence their professional practice as a teacher?
a. Possible follow-up questions
i. How does this/these factors influence preparation and planning?
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ii. How does this/these factors influence classroom instruction?
iii. How does this/these factors influence the classroom environment?
iv. How does this/these factors influence completion of professional
responsibilities?
v. Are there are other ways these factors influence a veteran teacher using the
Framework for Teaching as a reference?
5. Describe the parts of an administrator’s job that directly relate to motivating
veteran teachers.
6. What influence do you believe administrators have on influencing veteran
teachers’ professional practice?
7. Is there anything else you would like to share with me about veteran teacher
motivation and/or professional practice?
VII. Close of Interview
a. Thank you
b.Review of member checking procedures
c. Participant questions
VIII. End of Interview

